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ABSTRACT

VOICES OF LATINA/O PARENTS: SENDING A CHILD TO COLLEGE
Karla Neal, Ed.D.
Department of Counseling, Adult and Higher Education
Northern Illinois University, 2017
Amy D. Rose and Laura Ruth Johnson, Co-Directors

Latinas/os are one of the immigrant and ethnic groups with the lowest percentages
of educational attainment (Lopez & Fry, 2013) and financial mobility (Erisman & Looney,
2007) in the United States. The purpose of this qualitative research study was to develop a
better understanding of the perceptions and experiences of Latina/o parents who have
college-age children who have moved away from home to college to pursue a higher
education degree. While parents have been identified as an important influence for
Latina/o student academic success in college; there is little knowledge about their
experiences and perceptions related to education and the education of their children. What
we know about parents of Latina/o students and their relationships with their college-age
children has mainly been inferred from the voices of teachers, administrators, and students.
A basic qualitative research design was used for this investigation. Ten 90-minute
participant interviews were the main source of data collection. The conceptual framework
was guided by a sociocultural approach (John-Steiner & Mahn, 1996; Vygotsky, 1978;
Wertsch, 1993), as well as the concepts of social capital (Bourdieu, 1986; Ceja, 2006;
Stanton-Salazar, 1997; Stanton-Salazar & Dornbusch, 1995), and autonomy development

(Arnstein, 1980; Blos, 1979; Carney-Hall, 2008; Chickering, 1969; Chickering & Reisser,
1993; Cullaty, 2011; Domenech Rodriguez, Donovick, & Crowley, 2009; Fox, Spooner,
Utterback, & Barbieri, 1996; Kegan, 1982; Levinson, 1978; Rothbaum & Trommsdorff,
2007; Taub, 1995; Taub & McEwen, 1992). This conceptual framework was used to help
develop the research questions and to analyze the data.
Two main themes emerged from the analysis of the data collected. First, the
participants played a role as generational bridge builders for both educational attainment
and financial mobility between their parents and their children. They were able to build
upon their parents’ educational and financial accomplishments and they were purposeful
about making sure their children would build upon their accomplishments. Second, this
particular group of Latina/o participants were actively involved in their children’s
academic development and engaged in parental involvement practices that resemble typical
middle-class parental involvement. When their children departed from home to attend
college, the participants experienced feelings of emptiness and sadness for having one less
family member in the home. They struggled with losing control over their children and
with the autonomy that is typically given to children in the United States culture once they
leave home to go to college. The findings of this study can help researchers and
practitioners better understand Latina/o parents and college students and develop effective
resources/interventions that contribute to Latina/o college student success.
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CHAPTER 1
INTRODUCTION

Latinos in Higher Education
Between the years of 1996 and 2012, the percentage of the Hispanic1 population between
the ages of 18 and 24 enrolled in college increased by 240%, surpassing the increases
experienced by the Black population (72%) and the Non-Hispanic White population (12%)
(Krogstad & Fry, 2014a). Even though Latinas/os have experienced a significant increase in
college enrollment, graduation rates are still low for members of this ethnic group (Lopez & Fry,
2013). For the first time in 2012, the percentage of Latina/o recent high school graduates
between the ages of 18-24 enrolled in higher education surpassed that of Whites. While 49% of
Latinas/os in this age category enrolled in college, 47% of Whites between the ages of 18-24 did
(Lopez & Fry, 2013). The two main reasons why Latinas/os experienced an increase in college
enrollment include their rapid demographic growth and being better prepared for college (Lopez
& Fry, 2013). Although the increase in college enrollment is an improvement for this ethnic
group, there is still a significant gap in graduation rates for Latinas/os compared to other groups.
In 2012, approximately 14.5% of Latinas/os ages 25 and older had attained a bachelor’s degree
in comparison to 21.2% of Blacks, 34.5% of Whites, and 51% of Asians of the same age (Lopez
& Fry, 2013). Hispanics are “less likely than whites to enroll in a four-year college, attend a
selective college and enroll full-time” (Krogstad & Fry, 2014a, p. 2). Also in 2012, 4% of all
1

This study uses the terms Hispanic/Latina/o interchangeably. I will keep the term that each
reference material uses in order to respect the authenticity of the document.
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Hispanics had attained post bachelor’s degrees in comparison to 12.5% of non-Hispanic Whites
(Hispanic Association of Colleges & Universities, 2013). These statistics show that that there is
a gap in higher education graduation rates between Latinas/os and people from other ethnic
groups.
Studies have aimed to better understand the experiences of Latinas/os at all levels of
education (elementary school, middle school, high school, and higher education). They have
explored factors that may affect Latina/o student academic success. The identified factors that
may affect Latina/o student academic success throughout all levels of education include:
students’ perception of campus climate (Arbona & Jimenez, 2014; Johnson et al., 2007; Milem,
Clayton-Pedersen, Hurtado, & Allen, 1998; Reyes III, 2007); ethnic and student identity (Castillo
et al., 2006; Evans, Forney, & Guido-DiBrito, 1998; Hungerford-Kresser &Amaro-Jiménez,
2012; Phinney, 1990; Shuford & Palmer, 2004; Snyder, Dillow, & Hoffman, 2008; Torres, 2003;
Trueba, 2002); students’ encounters with racism (Evans et al., 1998; Hurtado, Carter, & Spuler,
1996; Shuford & Palmer, 2004; Torres, 2003), financial resources (Lopez, 2009; Planty et al.,
2008; Santiago, 2008; Snyder et al., 2008; Zalaquett, 2005), previous academic training and
achievement (Reyes III, 2007; Torres, 2003; Zalaquett, 2005; Zarate & Gallimore, 2005),
teacher/faculty/staff support (Johnson et al., 2007; Reyes III, 2007; Snyder et al., 2008,
Zalaquett, 2005), and the influence of parents and other family members (Antrop-González,
Vélez, & Garrett, 2005; Borrero, 2011; Castillo, Cano, Chen, Blucker, & Olds, 2008; Dixon,
Graber, & Brooks-Gunn, 2008; Esparza & Sánchez, 2008; Hossler, Schmit, & Vesper 1999;
Jarama Alvan, Belgrave, & Zea, 1996; Nuñez, 2009; Pérez, 2010; Quaye & Harper, 2014; Reyes
III, 2007; Rivas-Drake, 2011; Rodriguez, Bingham Mira, Morris, & Cardoza, 2003; Sarpkaya,
2010; Torres, 2003; Zalaquett, 2005; Zarate & Gallimore, 2005).
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Problem Statement

Latina/o students experience significantly lower graduation rates in higher education than
other ethnic groups (Lopez & Fry, 2013). Studies which have focused on Latina/o students point
out that one of the important influences on their academic success is their parents (Castillo et al.,
2006; Castillo, et al., 2008; Chiang, Hunter & Yeh, 2004; Jarama et al., 1996; Marrero, 2016;
Nuñez, 2009; Rivas-Drake, 2011; Rodriguez et al., 2003; Sarpkaya, 2010). Parental influence
has been found to be both negative and/or positive for Latina/o students. Some studies suggested
that parents’ influence can be at times negative. This is due to parents’ lack of knowledge about
the process of applying for college (Ceja, 2006; Gandara, 1995; Gonzalez, Stoner, & Jovel,
2003; Hossler et al., 1999; Pérez, 2010) and in some cases, their lack of knowledge of the
English language, which can create barriers due to institutional structures and practices (Ceja
2006; Hossler et al., 1999). Also, parental lack of social and financial capital can negatively
affect the success of Latina/o college students (Castillo et al., 2008; Ceja, 2006; Rivas-Drake,
2011). Parental lack of involvement has also been identified as a negative influence to Latina/o
student academic success. According to Pryor, Hurtado, Sharkness, & Korn (2008), in 2007
Latina/o parents were the least involved of all parental groups with the college application
process of their children and maintained the least communication with college officials.
Zalaquett (2005) focused on academically successful Latina/o college students, finding
that minimal adult supervision and poorly informed choices were obstacles these students had to
overcome in order to succeed academically. Castillo et al. (2008) studied first- and secondgeneration Latina/o college students and found that immigrant parents and their children differed
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in their views of cultural heritage, creating familial tensions. This phenomenon is known as
intragroup marginalization (Castillo et al., 2008).
Other studies have identified Latina/o parents as a positive influence and a strong source
of support for Latina/o college students and their academic success. Studies of Latina/o senior
high school students going through the college enrollment process found that these students
attributed their decisions to pursue a higher education degree to their parents’ expectations and
encouragement (Ceja, 2006; Talavera-Bustillos, 1998). Being able to support family members
and making them feel proud were found to serve as Latina/o students’ motivators for college
enrollment (Borrero, 2011). Chiang et al. (2004) found that Latina/o college students were more
likely than Black college students to talk with their parents as a means of coping.
Other studies which have focused on the general population (not just Latinas/os) have
identified parents as an important influence on the academic success of a majority of all students
(Cullaty, 2011; Hill & Tyson, 2009; Levine & Cureton, 1998). Some of the ways in which
parents get involved in their children’s higher education include helping with the admissions
process, providing financial support, giving their children advice on health and wellness, and
helping with their social, academic, and personal development (Carney-Hall, 2008).
Parents tend to have different reactions when they experience the phenomenon of having
a child leave home to go to college. According to Barber (1989) a “transition to empty nest
begins when the first child is launched from home and ends when the last child departs” (Barber,
1989, p. 15). There are differing opinions as of when this transition actually starts. Barber
explained that what triggers this phenomenon is the perception “regarding the child’s movement
toward independence and adulthood” (Barber, 1989, p. 17). Reasons for the start of the empty
nest transition can include joining the military, becoming independent after accepting a job,
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getting married, and attending college (Barber, 1989). Parents’ reactions to the empty nest
transition can vary from negative to positive. Their reactions can range from experiencing a
sense of loneliness to experiencing a sense of freedom (Barber, 1989).
A popular culture parenting book refers to this phenomenon of sending a child to college
as “letting go” (Coburn & Treeger, 2003). The concept of “letting go” has permeated Student
Affairs literature and has partially contributed to current practices such as parent and student
orientation, as well as handbooks and newsletters for parents. In 2008, 95% of colleges and
universities offered parent orientation programs and a family day or weekend, 78% published
some type of handbook for parents, and 54% sent newsletters to parents (Wartman & Savage,
2008). Although these practices are taking place, there is little research on the phenomenon of
“letting go” and how this affects the parent/child relationship in different ethnic groups. There
are a number of studies that relate to “letting go” and have focused on the influence of parents in
college student autonomy development (Carney-Hall, 2008; Mather & Winston, 1998; Taub,
1995; Wartman & Savage, 2008).
While researchers understand the complexity of parental influence on all students and
their academic success, and understand that the departure of a child from home to attend college
can be a significant event, few studies have gathered insight from parents of college students.
Furthermore, what we know about Latina/o parents in particular, and their relationship with their
college age children, has mainly been inferred from the voices of teachers, administrators, and
students. It is surprising that parental perceptions, expectations, and experiences have not been
studied more closely. The specific issue addressed in this study focuses on the experiences and
perceptions of Latina/o parents, whose college-age children have left home to pursue a higher
education degree. There is a need for research that provides a more holistic understanding of
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Latina/o parents of college students and their influence on their children’s academic success, as
we continue the search for ways to close the educational achievement gap that exists between
Latinas/os and students from other ethnic groups.

Purpose of the Study

The purpose of this study was to develop a better understanding of the perceptions and
experiences of Latina/o parents who have college-age children who have moved away from
home to college to pursue a higher education degree. This basic qualitative research study
sought to understand parents’ own educational experiences, the experiences of sending their
child/children to college, and the relationships they have developed with their adult children who
are attending or have recently graduated college.

Guiding Questions

The main question guiding this study was: According to Latina/o parents participating in
this study, what has been the experience of sending a child to college?
In addition, the following sub-questions guided this study:
1. How do parents describe their own educational experiences? What are their perceptions
on education and higher education?
2. How do they depict their son/daughters’ educational experiences? How do they describe
their enrollment in/departure for college?
3. How do parents describe their current interactions with their children? How do the
parents perceive the current parent/child relationship?
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Conceptual Framework

This study of the perceptions and experiences of Latina/o parents of college students was
guided by a sociocultural approach to learning (John-Steiner & Mahn, 1996; Vygotsky 1978;
Wertsch, 1993), as well as, the concepts of social capital (Bourdieu, 1986; Ceja, 2006; StantonSalazar, 1997; Stanton-Salazar & Dornbusch, 1995) and autonomy development (Arnstein, 1980;
Blos, 1979; Carney-Hall, 2008; Chickering, 1969; Chickering & Reisser, 1993; Cullaty, 2011;
Domenech Rodriguez et al., 2009; Fox et al., 1996; Kegan, 1982; Levinson, 1978; Rothbaum and
Trommsdorff, 2007; Taub, 1995; Taub & McEwen, 1992). These approaches and concepts
framed the research questions and data analysis of this study.

Sociocultural Approach

The work of Russian psychologist Lev Vygotsky (1978) on sociocultural approaches to
cognitive development has made him one of the first researchers to be identified with
sociocultural theory. Vygotsky stated that “learning is a necessary and [a] universal aspect of the
process of developing culturally organized, specifically human psychology functions” (p. 90).
He concluded that social interactions (including interactions with parents) facilitate the ability of
individuals to engage in higher levels of thinking acknowledging interdependence in the learning
process (Vygotsky, 1978). In other words, individuals are able to better learn when they are
surrounded by other people (Wertsch, 1993). Cultural context is key to making sense of the
world (John-Steiner & Mahn, 1996). Language and historical development help shape cultural
context (John-Steiner & Mahn, 1996). However, learning can occur when children participate in
adult’s everyday lives and make sense of the world through observation (Rogoff, 1990).
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Observation facilitates learning for new learners who can absorb knowledge from more
experienced ones (Rogoff, 1990). I selected a sociocultural approach to learning as part of the
conceptual framework for my study because I thought it was a relevant lens that would help
better understand the Latina/o participants’ educational experiences and their family dynamics
while growing up. I wanted to gain insight on what they learned from their parents/communities
about education. I wanted to learn about any similarities/differences in beliefs about education
and educational opportunity across generations from the participants’ perspective. Also, I
thought it would be appropriate to find out about the values that influenced their own parenting
styles and the resources they had at their disposal to guide their children through their education.
The majority of educational research that has aimed to better understand Latina/o parents has
gathered the voices of students, teachers, and administrators. This study gathered the “actor’s
point of view” (Erickson, 1986, p. 119) so that institutions can better understand Latina/o parents
and be better informed when making decisions regarding programs and other resources that help
Latina/o students and their families.

Social Capital

Social capital denotes any supportive relationships or networks that individuals have at
their disposal (Ceja, 2006; Stanton-Salazar, 1997). These relationships/networks provide
individuals with opportunities “to derive various types of institutional resources and support”
(Stanton-Salazar & Dornbusch, 1995, p. 116). Wellman (1983) pointed out the uneven
distribution of opportunity that exists in our society that results in some people having more
access to resources and support to obtain opportunities than others. Stanton-Salazar (1997)
identified the two main sources of social capital for minority students in education. There are
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institutional agents (teachers and counselors) and protective agents (family and community)
(Stanton-Salazar, 1997). Stanton-Salazar and Dornbusch (1995) stated that working-class and
minority youths are more dependent on strong relationships with institutional agents to succeed
in education than middle-class youths. Related to social capital, Bourdieu (1986) referred to the
concept of cultural capital as an individual’s experiences with culture and education, which tend
to be inherited by their families and tend to maintain their status in society throughout
generations. Cultural capital teaches individuals how to behave and react to different situations
(Bourdieu, 1986).
There are instances when parents are not able to provide social capital for their children
due to their lack of familiarity with certain processes. Ceja (2006) found that a majority of
parents of Chicanas attending college possessed limited social capital and this kept them from
being able to help their children during the college enrollment process. The main reasons for the
inability to help were that parents had limited knowledge of the processes, since they did not
have the experience of attending college; and a majority of them were not fluent in the English
language (Ceja, 2006). I thought that the concept of social capital would be relevant to my
study’s conceptual framework because it would help in identifying the resources/tools the
participants had at their disposal to aid in guiding their children through the college application
process. It would also help to compare these resources/tools to the ones described by existing
literature. I believe that incorporating the concept of social capital in the framework was an
important component of taking a sociocultural approach. It helped to better understand the
resources available for these Latina/o parents and their children.
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Autonomy Development
Chickering’s (Chickering, 1969; Chickering & Reisser, 1993) theory of identity
development describes seven vectors of development that help students form their identities.
One of the seven vectors is moving through autonomy toward independence and it refers to
college students’ development of emotional and instrumental independence that allows them to
become autonomous while being able to recognize interdependence with society. The emotional
independence includes a disengagement from parents and more trust placed on peers and other
adults. The instrumental independence component results in students being self-directed
problem solvers and able to mobilize independently.
Other human development and college student development theories acknowledge that
during adolescence people experience an increase in a sense of autonomy that transitions into
adulthood (Arnstein, 1980; Blos, 1979; Cullaty, 2011; Kegan, 1982; Levinson, 1978). College is
a setting that facilitates that transition (Chickering & Reisser, 1993; Levinson, 1978). Some
theorists asserted that separation from parents is a significant point that aids in the process of
feeling autonomous (Blos, 1979; Chickering & Reisser, 1993; Levinson, 1978). According to
Cullaty (2011), “development of autonomy involves relinquishing childish dependencies on
parents in favor of a more mature, responsible, and less dependent relationship” (p. 427). When
children reach autonomy, the relationship between parents and their children transforms from
being adult-to-child to being adult-to-adult (Chickering & Reisser, 1993, Cullaty, 2011). During
this transition aspects of the relationship end while others emerge (Chickering & Reisser, 1993;
Levinson, 1978; Mather and Winston, 1998).
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Chickering was one of the pioneer researchers who focused on the influence that parents
have over children’s autonomy development in college. According to Chickering (1976), being
autonomous “requires both emotional and instrumental independence, and recognition of one's
interdependencies” (p. 5). He first conducted research in 1969 with mostly White students from
middle-class families as the participants. The work of Chickering (1969) was revised by
Chickering and Reisser in 1993 to include material on African Americans and Hispanics, but the
applicability of Chickering’s theory for students from minority groups is still questioned since a
great part of psychosocial development is culture-specific (Reisser, 1995). Rothbaum and
Trommsdorff, (2007) found that people from the U.S., Canada, Australia, New Zealand, Western
and Northern Europe tend to place a higher value on autonomy than people from other cultures
such as the Latino cultures. Domenech Rodriguez et al. (2009) studied 50 first-generation
Latina/o parents, a majority who were of Mexican origin from low socioeconomic backgrounds.
They found that these parents tended to grant less autonomy to their children (Domenech
Rodriguez et al., 2009).
Studies that have focused on parents and their influence on children’s autonomy
development suggest that the development of autonomy can be repressed by excessive emotional
parental support (Taub, 1995) and by parents intervening on their children’s behalf with college
administrators (Cullaty, 2011). One study found that first-year students who stay on campus on
weekends have higher levels of autonomy than those who leave campus (Foxet al., 1996).
Cullaty (2011) found that college students feel supported to become autonomous when parents
give them liberty to make decisions on their own, when parents resign to unnecessary control of
their children, and when they encourage responsibility in their children. The results of these

12
studies suggest that the adult-to-adult relationship between parents and their college-age children
benefits student autonomy development.
I chose to include the concept of autonomy development in the conceptual framework of
my study because given the topic of Latina/o parental perspectives of sending children to
college, I thought it would be appropriate to use it to make sense of the participants’ perspectives
on what it was like for them as parents to transition from having children living at home to
having them leave to attend college. According to the existing literature mentioned above,
allowing children to become autonomous benefits them when it is time to attend college, but not
all cultures value autonomy to the same extent. I wanted to explore the thoughts, reactions and
experiences of the Latina/o participants in my study in relation with letting go of parental
control.

Significance of the Study

Given their rapid demographic growth and low higher education graduation rates, it is
important to continue studying Latinas/os in all levels of education to inform and improve efforts
that support their academic success and achievement. An area of focus should be the
relationship between Latina/o college students and their parents. This study took into
consideration recommendations from previous research studies. Mullendore, Banahan, &
Ramsey (2005) recommended that higher education institutions create philosophies that outline
desired relationships between institutions and parents. Others have recommended that future
research focus on gathering the parental perspective to better understand parental involvement
and institutional outreach (Antrop-González et al., 2005; Carney-Hall, 2008; Ghiaciuc, McIntyre,
Kyle & Sutherland, 2006). It is important to take into consideration the voices of parents from
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different ethnic/racial backgrounds because a one-size-fits-all approach is not appropriate given
the diversity in the United States. Since Latina/o students experience lower college graduation
rates than students from other ethnic groups (Lopez & Fry, 2013), and research has identified
their parents as a significant influence on their academic success (Castillo et al., 2008; Castillo et
al., 2006; Chiang et al., 2004; Jarama Alvan et al., 1996; Marrero, 2016; Nuñez, 2009; RivasDrake, 2011; Rodriguez et al., 2003; Sarpkaya, 2010), it is important for researchers and
practitioners to take the time to develop a better understanding of the Latina/o parent/child
relationship during college years and take into consideration the parental perspective. Learning
more about Latina/o parental experiences/perspectives could provide interesting perspectives on
ways we can help with the retention and persistence of Latinas/os in higher education.

Definition of Terms

Hispanic, Latina/o. This study uses the terms Hispanic and Latina/o to refer to people
who can trace their origin to Latin America. Many people and documents use the terms
Hispanic and Latino/a interchangeably. However, there are differences between both that are
explained in Chapter 2. This study will keep the term that each reference material uses in order
to respect the authenticity of the document. However, either term may not be the term that
participants in the study use for themselves, in which case it will be stated.
Immigrant/Foreign born/First-Generation American. This study uses the terms
immigrant, foreign born, and first-generation American interchangeably to refer to a person who
was born in a country in Latin America and then moved to the United States. This study will
keep the term that each reference material uses in order to respect the authenticity of the
document.
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U.S. born. The term U.S. born is used to refer to an individual who was born in the
United States, Puerto Rico, or a U.S. territory.
Second-Generation American. This term is used for children of immigrant, foreign born,
and first-generation Americans who were born in the United States. They represent the firstgeneration of the family born in the U.S, but they are second-generation Americans because they
represent the second-generation of the family who made the United States home.
Third-Generation American. This term is used for children of second-generation
Americans and grandchildren of immigrants.
First-Generation College Student. In this study, individuals who are the first in their
families to attend college are referred to as first-generation college students.
Second-Generation College Student. Individuals are second-generation college students
if at least one of their parents has received a college degree but none of their grandparents or
earlier generations did.
Undocumented Immigrant. Individuals are considered undocumented if they are not
legally recognized as U.S. citizens or permanent residents and still make the United States their
home. Some immigrants have entered the country undocumented and later gain documented or
“legal” status.
Ethnic Minority Group. Individuals belong to an ethnic minority group when they share
cultural values and national origin that are different from that of the main population. Latinas/os
are an ethnic minority group in the United States.
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Organization of the Study

The study is composed of seven chapters. Chapter 2 consists of a literature review that
assists in understanding the state of Latinos/as in education in the United States. The literature
review first presents the historical context of Latinos/as in the United States with an emphasis on
education. Second, the literature review presents the current condition of Latinos/as in education
including factors that affect access to and persistence and completion of higher education. Third,
the literature review offers an overview of the research on all parents in education, with a
concentration on Latina/o parents and their influence on educational access, persistence, and
completion. Chapter 3 describes the qualitative research methodology used in the study,
including the research design, participants and sites, participant confidentiality, data collection
methods, data analysis and interpretation, trustworthiness and credibility, researcher background
and role including, assumptions and biases. Chapter 4 presents the participant profiles for the ten
participants in this study. Chapter 5 describes findings related to the roles the participants played
as generational bridge builders for both academic and financial mobility between their parents
and their children. Chapter 6 presents findings related to the active parental involvement the
participants had in their children’s academic development from the moment they started school.
It also describes the struggles they faced as parents after their children departed for college,
which included feelings of emptiness and difficulties with letting go of parental control. Chapter
7 offers conclusions and implications for research and practice.

CHAPTER 2
REVIEW OF THE LITERATURE

Chapter 2 is informed by three different literature bases, which include research from
across different disciplines and educational levels. First, I provide an introduction to the Latina/o
population that lives in the United States, including statistics that portray the economic and
educational disadvantage faced by this ethnic group and its expected growth, which will
significantly shift the demographic makeup of this country. Second, I present an overview of the
literature that describes the current experiences of Latinas/os in higher education and factors that
influence their access, persistence, and completion. Third, in this chapter I review the literature
supporting the idea that parents in general are important contributors to student academic
success. A special focus is given to Latina/o parents, their influence on college student success,
and current higher education parent preparatory program practices that are in place to help these
parents better assist their children in their pursuit of a higher education degree.

Latinas/os in the United States

This study uses the terms Hispanic and Latina/o to refer to people who can trace their
origins to Latin America. Many people and documents tend to use the terms Hispanic and
Latina/o interchangeably. However, there are differences. Either term excludes certain people
who can trace their backgrounds to Latin America (Spring, 2016). The term Hispanic implies
Spanish ancestry, which is not always the case for people from Latin America, such as
Indigenous people and Africans who cannot trace their backgrounds to Spain (Comas-Díaz,
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2001; Spring, 2016). The term Hispanic also excludes people from Latin American who do not
speak Spanish such as Brazilians who speak Portuguese, as well as Haitians who speak French
(Comas-Díaz, 2001; Spring, 2016). The term Latina/o includes people who can trace their
heritages to Latin America and suggests a linkage to a romance language (Spanish, Portuguese,
or French), which excludes some people from Latin America such as Indigenous people who do
not speak a romance language (Comas-Díaz, 2001; Spring, 2016). Latino refers to males and
Latina to females who can trace their backgrounds to Latin America.
There is not a term that encompasses all people who can trace their heritage to Latin
America since there is a lot of diversity within this ethnic group and its members can be
influenced by different “psychosocial and geopolitical factors” (Comas-Díaz, 2001, p. 115) that
influence the term they identify with. For example, some Latinas/os identify themselves with
general terms such as Hispanic or Latina/o, others identify themselves with more cultural/ethnic
terms such as Chicana/o (Mexican Americans) or Boricua (Puerto Ricans). Some identify with
their national origin such as Mexican, Puerto Rican, Cuban, etc. (Comas-Díaz, 2001). There are
also mixed Latino identities such as MexiRican (Rúa, 2001) and Afro-Boricua (Perez, 2005).
Latinas/os are an ethnic group comprised of different races. In 2012, 65.7% of Latinas/os
in the United States self-identified as White, 2.2% of Latinas/os self-identified as Black or
African American, 0.9% as American Indian or Alaskan Native, 0.4% as Asian, 0.1% as Native
Hawaiian or other Pacific Islander, 26.2% of Latinas/os self-identified as other races, and 4.6%
of two or more races (Brown & Patten, 2012). The major Hispanic subgroups that accounted for
the Latina/o population according to Brown and Patten (2012) were Mexicans (64.2%), Puerto
Ricans (9.3%), Cubans (3.7%), Salvadorans (3.7%), Dominicans (3.1%), and the remaining were
people of other Hispanic or Latin American origins.
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Brown and Patten (2012) estimated that in 2012 there were over 52 million Hispanics
living in the United States making them the largest ethnic minority in the Unites States.
Hispanics represented 16.9% of the total U.S. population (Blacks represented 12.0%, Asians,
3.6%, Whites 69.1 %, and other non-Hispanic 2.8%) (Brown & Patten, 2012). In 2012, 64.5% of
Hispanics were native born and 35.5% were born in foreign countries (Brown & Patten, 2012).
Out of the 35.5% of foreign-born Hispanics, 11.4% were citizens of the United States and 24.1%
were non-citizens of the United States (Brown & Patten, 2012). Some of the non-citizens
entered the country without the required legal documents. In 2014, there were approximately
11.1 million undocumented immigrants from all around the world living in the United States
(Krogstad, Passel, & D’Vera Cohn, 2016). Krogstad et al., (2016) identified Mexico as the top
place of birth for undocumented immigrants (52%).
Hispanics and Blacks face economic disadvantage when compared to Whites and Asians.
In 2012, 25.4 % of Hispanics lived in poverty in comparison to 11% of Whites, 27.9 % of
Blacks, and 13% of Asians (Brown & Patten, 2012). Although in 2012 a slightly smaller
percentage of Hispanics lived in poverty when compared to Blacks, Hispanics were the lowest
paid group in the work force. The median personal earnings for Hispanics in that year were
$21,000 ($25,000 for Blacks, $32,000 for Whites, and $35,000 for Asians) (Brown & Patten,
2012). In the same year, the median personal earnings for full-time, Hispanic, year-round
workers were $30,000 (as compared to $35,000 for Blacks, $46,000 for Whites, and $50,000 for
Asians) (Brown & Patten, 2012). Also in 2012, the median household income for Hispanics was
$40,000 ($33,600 for Blacks, $56,000 for Whites, and $70,000 for Asians) (Brown & Patten,
2012). The main occupations of the Hispanic population in 2012 included office and
administrative support (12.1%), sales (10%), building and grounds cleaning and maintenance
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(9.1%), food preparation and serving (8.8%), and construction trades (8.7%) (Brown & Patten,
2012). In 2013, 8.9% of Hispanic registered voters were unemployed (Krogstad, 2014). This is
an increase in unemployment from 2006 (before the recession) when 4.6% of Hispanics were
unemployed; but a decrease from 2010 when it was 12.3% (Krogstad, 2014). In 2012 Hispanics
received 27.9% of the welfare and 23.4% of food stamps provided by the government (Brown &
Patten, 2012). It is also relevant to note that Hispanics are significantly less likely to have health
insurance than other groups. In 2012, 29.1% of Hispanics did not have health insurance
compared to 10.5% of Whites, 18.2% of Blacks, and 15 % of Asians (Brown & Patten, 2012).
The fact that Hispanics have the highest birth rate in the country shows and projects a
significant demographic variation that will change the racial and ethnic makeup of the United
States (Passel & D'Vera Cohn, 2008). Between the years of 1980-2000, the Latina/o population
doubled in size (Hobbs & Stoops, 2002). Between the years of 2005 and 2050 the Latina/o
population is projected to almost triple in size and will go from being 14% of the country’s
population to making up 29% (Passel & D'Vera Cohn, 2008). The White population is expected
to decrease from 67% to 47% (Passel & D'Vera Cohn, 2008). The Black population is expected
to slightly grow from 12.8% to 13.4%. The Asian population is also supposed to increase and go
from representing 5% to 9% of the population (Passel & D'Vera Cohn, 2008). According to one
estimate, by 2050, the Latina/o population will reach 132.8 million (United States Census
Bureau, 2012).
In summary, Latinas/os are the largest ethnic minority group in the United States. This
diverse group is made up of different nationalities and races. Statistics show that Latinas/os face
lower levels of educational attainment and economic advantage. It is important to improve their
situations since they are the fastest growing ethnic group in the country. According to Passel and
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D'Vera Cohn (2008) “demographic change has major implications for government spending in
key areas such as schools, health programs, community services, infrastructure, and Social
Security” (p. 3). Given these demographic shifts, researchers, practitioners, and policy makers
need to better understand Latinas/os to inform their decision making and create
programs/interventions that help improve the educational attainment and financial situation of
Latinas/os.

Latinas/os in Education
In 1973, the Supreme Court ruled that education is not a “fundamental right” under the
constitution and, therefore, it is not a requirement that all schools within a state have the same
amount of expenditures (San Antonio Independent School District v. Rodriguez, 1973). For
many years, local governments were in charge of allocating funds to public schools. The
allocations were dependent on the amount of revenue that resulted from taxing property,
therefore, places that had higher property values ended up with more resources for public schools
(Planty et al., 2008). Latinas/os, like other ethnic groups, have tended to cluster in
neighborhoods (Planty et al., 2008) and, as previously stated, have tended to receive lower
income. Therefore, they have been more likely to attend segregated elementary schools that
receive less funds and have less academic resources (Fernández, 2002; Krogstad & Fry, 2014b;
Reese, 2002; Spring, 2016; Williams & Collins, 2001).
Today, K-12 public schools are funded by a combination of federal, state, and local
revenues (Leachman, Albares, Masterson, & Wallace, 2016). The amount of funds differs from
state to state (Leachman et al., 2016). Each state uses a different formula to distribute their
allocations (Leachman et al., 2016). According to Leachman et al. (2016), in average in 2013,
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K-12 education was funded 9% by federal revenue, 45% by local revenue, and 46% by state
revenue. The 2007-09 recession had, as a consequence amongst others, significant cuts for K-12
funding at the state level (Leachman et al., 2016). In addition, between 2008 and 2014, local
funding declined (Leachman et al., 2016). School funding remains an issue that impacts student
academic outcomes (Albert Shanker Institute, 2016). The Albert Shanker Institute (2016)
reported that “aggregate measures of per-pupil spending are positively associated with improved
and/or higher student outcomes” (p. 18). Engberg and Wolniak (2010) found that “the average
socioeconomic status of a high school [institution] proved to be a very strong indicator of
[student] college enrollment” (p. 146). They also found that high school environmental factors
such as “resources devoted to learning environment (student-teacher and student-guidance
counselor ratios, and a number of experientially-based activities offered)” (p. 150) did not
directly influence postsecondary enrollment, but helped students achieve academic success.
A survey of Hispanic registered voters in 2013 revealed that a majority of Latinas/os saw
education as a very important issue faced by the country (57%), followed by jobs and the
economy (52%), health care (43%), and then immigration (32%) (Krogstad, 2014). Given the
facts that Hispanics have the highest birth rates in the country (Passel & D'Vera Cohn, 2008),
that there is a projected significant demographic variation that will change the racial and ethnic
makeup of the United States (Passel & D'Vera Cohn, 2008), and that Hispanic voters see
education as a top issue (Krogstad, 2014), education should remain a focus in upcoming years.
Hussar and Bailey (2008) predicted that due to the growth in population, Latina/o higher
education enrollment would expect an increase by 39% (more than any other ethnic group)
between 2006 and 2017. For many years, Latinas/os were disproportionally underrepresented in
higher education. In 2006, 24% of Latinas/os 18-24 years old were enrolled in higher education
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institutions in comparison to 33% Blacks and 41% Whites (Snyder et al., 2008). However,
between the years of 1996 and 2012, the percentage of the Hispanic population between the ages
of 18 and 24 enrolled in college increased by 240% surpassing the increases experienced by the
Black population (72%) and the non-Hispanic White population (12%) (Krogstad & Fry, 2014a).
For the first time in 2012, the percentage of Latina/o recent high school graduates between the
ages of 18-24 who enrolled in college was higher than the percentage of White recent graduates
of the same age group who enrolled in college. While 49% of Latinas/os in this age category
enrolled in college, 47% of Whites between the ages of 18-24 did (Lopez & Fry, 2013). The
main reasons for the increase in college enrollment experienced by Hispanics are that the
population has grown dramatically and more Hispanic youths are prepared to enroll in college
(Lopez & Fry, 2013).
Although the increase in college enrollment is an improvement for this ethnic group,
there is still a significant gap experienced by Latinas/os when it comes to college graduation
rates. By 2012, approximately 14.5% of Latinos ages 25 and older had attained a bachelor’s
degree in comparison to 21.2% of Blacks, 34.5% of Whites, and 51% of Asians of the same age
(Lopez & Fry, 2013). Hispanics are also “less likely than Whites to enroll in a four-year college,
attend a selective college, and enroll full-time” (Krogstad & Fry, 2014a, p. 2). Also in 2012, 4%
of all Hispanics had attained an advanced degree in comparison to 12.5% of non-Hispanic
Whites (Hispanic Association of Colleges and Universities, 2013). These statistics show that
that there is a gap in higher education graduation rates between Latinas/os and people from other
ethnic groups.
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Factors Affecting Latina/o Higher Education Access, Persistence and Completion

Studies have aimed to understand factors that affect Latina/o student access, persistence,
and completion in higher education. Researchers have found that adult support received from
parents and teachers, both in high school and college, can significantly influence Latina/o student
success in higher education (Johnson et al., 2007; Reyes III, 2007; Snyder et al., 2008; Torres,
2003; Zarate & Gallimore, 2005). Other factors that have been found to affect Latina/o student
success in higher education include students’ financial situations, previous academic
experiences, and sense of ethnic and student identity. Campus climate and institutional racism
have also been found to affect Latina/o ethnic and student identity. All of these have been
identified as factors that affect Latina/o student educational access, persistence, and completion.
Next, is an overview of the studies that have had these findings.

Parental Influence

Parental expectations, teachings on ethnic identity, and encouragement to engage in
school have been found to be important factors that affect higher education enrollment,
persistence, and completion for Latina/o students. A study by Reyes III (2007) found that
parental encouragement to engage in school can affect Latina/o student identity in high school.
Having the support from parents to cut down the hours of work and to concentrate on school
work were found to be factors encouraging academic success (Reyes III, 2007). On the other
hand, lack of encouragement from family negatively affected student success in high school
(Reyes III, 2007). Quaye and Harper (2014) stated that a majority of Latina/o students are the
first in their families to attend college. This can make the process of applying for college,
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knowing what to expect, and navigating the higher education system more difficult for them
(Quaye & Harper, 2014).
A study by Zarate and Gallimore (2005), found that parental expectations and aspirations
for their children affected the children’s likelihood to enroll in college. The children of parents
with higher expectations and aspirations were more likely to enroll in college (Zarate &
Gallimore, 2005). Both male and female students were encouraged by their parents to go to
college, but there were gender specific reasons why they attended. Male students were
encouraged to attend in order to improve their economic status, while females were encouraged
to attend in order to overcome their vulnerable positions in society (Zarate & Gallimore, 2005).
Parents have also been found to be a strong influence on Latina/o ethnic identity. There
are, however, generational status differences to the extent of this influence. Torres (2003)
conducted a study on first- and second-year Latina/o college students attending “highly
selective” colleges. He found that parents’ views on ethnicity in general, were passed to their
children. However, the more the parents associated with other Latinas/os and the Latino culture,
the more the students identified with their ethnic backgrounds (Torres, 2003). He also found that
it can become an issue when parents expect their children to act with their cultural values while
the children are surrounded by the mainstream culture (Torres, 2003).

Teacher/Faculty/School Influence

Besides parents, research has shown that teachers, faculty, and schools can also affect
Latina/o student academic success. Marrero (2016) found that in many instances, school
personnel (staff, teachers, and administrators) lack cultural competence towards Latina/o
students. This is characterized by a lack of respect and lower expectations towards Latina/o
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students (Marrero, 2016). Tenenbaum and Ruck (2007) pointed out that Latina/o students
receive less praise from their teachers and are often reprimanded for not being as fluent in
English. Reyes III (2007) found that not receiving enough attention or encouragement from
teachers during high school negatively affects student success (Reyes III, 2007). Vega, Moore,
and Miranda (2015) found that African American and Latina/o students are able to perceive
apathy from teachers. Ramirez (2003) found that teachers’ lack of competence is characterized
by their inability to recognize the diversity that exists within the Latina/o ethnic group.
Valenzuela (1999) argued that schools tend to encourage assimilation in Mexican students from
inner-city high schools. This puts Mexican students at a disadvantage because it diminishes the
richness of their culture and language and, therefore, diminishes their social capital (Valenzuela,
1999). Reyes III (2007) stated that Latina/o students benefit from having in place a support
group composed by teachers, peers, and the individual student. Teachers can help students gain
confidence in their abilities to complete school work, develop pride in themselves, and develop a
clear understanding of the time commitment needed to succeed in school (Reyes III, 2007).
Martinez (2013) interviewed Latina/o high school senior students and secondary school
counselors and found that counselors play an integral role “in assisting Latina/o students with
their college choice process by providing them with access to college information, facilitating
visits with university representatives and other college related functions on campus, and, in some
cases, providing college information through classroom guidance lessons” (p. 12). Johnson et al.
(2007) found that interaction with faculty members can act as a predictor for sense of belonging
for Latina/o college students. DeFreitas and Bravo (2012) found that interactions with faculty
members improved African American and Latina/o college students’ academic achievements.
Snyder et al. (2008) also found that, although interactions with any faculty member can have a
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positive impact on Latina/o students, having a low percentage of Latina/o faculty members
negatively affects Latina/o student identity. This can be an issue since the number of Latinas/os
in higher education who hold instruction positions is low. According to Kena et al. (2016) the
the National Center for Education Statistics reported that in the Fall of 2013, Latinas/os
represented only 4% of the full-time instructional faculty in degree-granting postsecondary
institutions.

Financial Situation

Lack of adequate finances has been identified as an issue faced by Latinas/os who want
to pursue a higher education degree (Lopez, 2009; Marrero, 2016; Planty et al., 2008; Quaye &
Harper, 2014; Santiago, 2008; Snyder et al., 2008). Marrero (2016) stated that “many Latino
students have had to postpone educational aspirations in order to financially support family
members” (p. 181). Studies have found that Latina/o students tend to work more while enrolled
in college and also are more likely to attend part-time because of this need to work (Cunningham
& Santiago, 2008; Lopez, 2009; Planty et al., 2008; Synyder et al., 2008). Snyder et al. (2008)
found that Latinas/os are the ethnic group most likely to be enrolled part-time in higher
education institutions. Planty et al. (2008) stated that those Latinas/os who make it to college
often have to work full or part-time in order to help their families make ends meet financially.
Latina/o college students were found to be employed between 20 and 34 hours per week when
enrolled in school full-time (26%) and 35 hours or more if enrolled part-time (44%) (Planty et
al., 2008). Having these work responsibilities while attending college can make it difficult for
Latina/o students to concentrate on academic work (Quaye & Harper, 2014; Snyder et al., 2008).
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Another factor that has been identified that affects the financial situation of Latina/o
college students is that they are less likely to borrow money to attend college, even when they
need the money. Cunningham and Santiago (2008) stated that “students from certain
racial/ethnic or immigrant groups may have a cultural and familial perspective on debt that
encourages them not to borrow” (p. 6). This has been the case for Asian and Hispanic students
and, according to the researchers, this “held true across all types of institutions, income quartiles,
and categories of attendance” (p. 6) (such as full/part time/mixed enrollment). Cunningham and
Santiago (2008) pointed out that some Asians and Hispanics are hesitant to borrow money
because they would rather avoid taking a risk that will generate gains after a long period of time.
Also, they are hesitant to borrow money to avoid ending up with low credit and high debt as
some students’ parents have experienced (Cunningham & Santiago, 2008). In addition,
Cunningham and Santiago (2008) stated that there are also cultural and immigration reasons why
they tend not to borrow money. Immigrants tend to make less use of financial services due to
“language barriers and inexperience with domestic financial situations” (Cunningham &
Santiago, 2008, p. 10). Mimura, Koonce, Plunkett, and Pleskus (2015) interviewed
undergraduate students from different ethnic backgrounds at a university in Southern California
and found that Hispanics as a group “reported having obtained the least amount of financial
information from their parents and the media and obtained more information from college
professors or courses than other racial and ethnic groups” (p. 69).
The average financial aid award received by individuals enrolled in college from ethnic
groups other than Latinas/os in 2003-04 was $6,890 (Santiago, 2008). For Asians, it was $7, 620
and for Latinos it was $6,250 (Santiago, 2008). In that same year, Latinas/os were the group
most likely to receive federal financial aid, but they received the lowest federal aid awards
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compared to other racial/ethnic groups (Santiago, 2008). Latinas/os also received 17% of
institutional aid in 2004 (Santiago, 2008). This percentage has not increased since 1995-96
(Santiago, 2008). Paying for higher education can be a factor that affects Latina/o student
enrollment, persistence, and graduation, since families with a lower socioeconomic status have
more educational barriers and experience less economic mobility (Rivas-Drake, 2011).

Previous Academic Training

Some research studies have sought to learn about the effects of academic training on
Latina/o student college enrollment, persistence, and success (Reyes III, 2007; Torres, 2003;
Zarate & Gallimore, 2005). Zarate and Gallimore (2005) found that Latino males who receive
classes during kindergarten in English and have higher standardized test results after fifth grade
tend to enroll in college more than males who do not show those characteristics. For females,
doing well in math was found to act as a predictor for their enrollment in college (Zarate &
Gallimore, 2005). Reyes III (2007) found that sometimes Latina/o students see a high school
diploma as the pinnacle of their academic aspirations and do not intend to go to college because
college seems too complex.
Reyes III (2007) also found that the academic success of Mexican American students can
be improved if they are able to participate in college preparation programs while in high school.
These programs allow high school students to attend college courses and interact with people
who have more experience in college life and can act as tutors or mentors (Reyes III, 2007).
Similarly, An (2013) analyzed the impact of dual enrollment on college degree attainment with a
focus on students from low socioeconomic backgrounds. An (2013) found that all degree
attainment is positively influenced by dual enrollment for all students. Also, that students from
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low socioeconomic status benefit more from dual enrollment than students from “more affluent
backgrounds” (An, 2013, p. 1). In addition, first-generation college students highly benefit from
participating in dual enrollment programs more than students with a college-educated parent
(An, 2013). Torres (2003) found that first-generation Latina/o college students could feel
challenged because they were not sure what to expect from the college environment. Zarate and
Gallimore (2005) found that Latinas who enrolled in college received more college planning
support than Latinas who did not enroll in college. Contreras (2016) explored college readiness
levels and transition-to-college rates of Latinas/os who attend Catholic high schools. Contreras
found that Latinas/os who attend Catholic high schools tend to have higher graduation rates and
higher college enrollment rates than students who do not attend Catholic high schools.
Academic training prior to college is a factor that affects Latina/o enrollment, persistence, and
success in higher education.

Ethnic and Student Identity
A student’s sense of both ethnic and student identity has been found to affect their
enrollment, persistence, and success in higher education (Castillo et al., 2006; Evans et al., 1998;
Hungerford-Kresser &Amaro-Jiménez, 2012; Phinney, 1990; Shuford & Palmer, 2004; Snyder et
al., 2008; Trueba, 2002). Adolescence is a time of great change for any individual. Erikson
(1986) found that the drive to modify and develop identity increases during adolescence as a
result of experiencing a psychological crisis. French, Seiber, Allen, and Aber (2006) found that
social identities develop differently depending on the perceived value of people’s own ethnic
groups. For those who belong to an ethnic group that is highly valued, there is no need to make
meaning of their social identities. On the other hand, for those whose ethnic group is not highly

30
valued, a need to make meaning of their social identities arises (French et al., 2006). Torres
(2003) focused on Latina/o students and found that not all Latina/o college students develop the
same ethnic identity. He found that Latina/o college students who grew up in diverse
environments had a strong sense of ethnic identity and enjoyed being surrounded by diversity.
Castillo et al. (2006) found that Latina/o students with a stronger sense of ethnic identity tended
to perceive their university environments more negatively. Torres (2003) also found that
students who grew up in an environment with mostly White people did not have a strong sense
of Latino identity and associated mostly with White people. In addition, students who grew up
surrounded by mostly Latinas/os, did not consider themselves a minority until they started
attending predominantly White colleges (Torres, 2003). Studies on ethnic/racial and student
identity have been framed by seminal theorists who have created a number of models and
theories. Following are four models and theories that aim to serve as a frame of reference to
better understand ethnic minorities and their student/ethnic identity development. Although they
are not all focused on Latinos, they are applicable to understanding Latina/o ethnic identity.

Model of Nigrescence

In 1971, Cross (1971) introduced the five-stage model of Nigrescence, which explained
the process of racial identity development that African Americans experience moving through a
process that starts with self-hatred and ends with self-love. He revised the model in 1991 (Cross,
1991). The five stages of the model of Nigrescence are preencounter, encounter, immersionemersion, internalization, and internalization-commitment (Cross,1971; 1991). Individuals can
move forward or backwards through the model depending on their experiences (Cross, 1991).
Preencounter is the first stage of the model and it refers to when Black people have negative
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feelings towards being Black. They have not yet explored what it means to be Black and may
identify themselves more with White culture (Cross, 1991; 1971). Encounter is the second stage.
During the encounter stage people experience something in their lives that urges them to explore
their Black identities (Cross, 1991; 1971). Immersion-emersion is the third stage of the model.
It is when people start reflecting about what it means to be Black. During this stage people tend
to see “what is Black or Afrocentric” (Vandiver, Fhagen-Smith, Cokley, Cross, & Worrell, 2001,
p. 177) positively and what is “White or Eurocentric” negatively. This stage can bring with it
feelings of “rage, anxiety, and guilt” (Vandiver et al., 2001, p. 177) as people make sense of
history. This stage can also can bring anti-White feelings (Vandiver et al., 2001). Internalization
is the fourth stage and it is reached when people develop a positive Black identity (Cross, 1991;
1971). During the fifth and final stage of the model, internalization-commitment, people
embrace their Black identities and accept members of “diverse cultural groups” (Vandiver et al.,
2001, p. 179).

Ethnic Identity Development Model
Phinney’s (1990) ethnic identity model was developed to explain three stages of ethnic
identity development. The model was created after studying students from different ethnic and
minority groups, including Latinas/os. The stages are diffusion-foreclosure, moratorium, and
identity achievement (Phinney, 1990). During the diffusion-foreclosure stage, the students have
not yet explored their identities (Phinney, 1990). During the second stage, moratorium, the
students’ experiences make them aware of their ethnicity and they become interested in
exploring it (Phinney, 1990). The third stage, identity achievement, is comprehensive and
encompasses a large part of the process. It is when the students that belong to an ethnic or
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minority group have explored their identities, accept them, and achieve positive ethnic identities
(Phinney, 1990).

Social Identity Theory of Intergroup Behavior

Tajfel and Turner (1986) introduced social identity theory of intergroup behavior, which
asserts that people in general have memberships in different social groups. Apart from having a
sense of self, social group memberships bring out in people a sense of self in relationship to their
group membership. This is also known as social identity. The theory outlines three phases that
individuals go through when making sense of their social group memberships. The phases are
individual mobility, social creativity, and social competition (Tajfel & Turner, 1986). During the
individual mobility phase, people leave their groups, either physically or psychologically, and
change them for different ones (Tajfel & Turner, 1986). During the social mobility phase,
people redefine themselves, concentrating on characteristics that make them superior to other
groups or by focusing on more positive attributes of their groups (Tajfel & Turner, 1986). The
third phase of the social identity theory of intergroup behavior is social competition. This phase
is about members of the group getting together to battle “the system,” resulting in a better place
in society for that group (Tajfel & Turner, 1986).

Bicultural Orientation Model
Torres (1999) used Phinney’s (1990) model of ethnic identity to frame the bicultural
orientation model. This model explains the different choices that Latina/o college students make
when they identify with two cultures. There are four orientations that these students may adopt.
They are bicultural, Latino/Hispanic, Anglo, and marginal. First, the bicultural orientation is
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when students feel comfortable with both cultures they identify with (Torres, 1999). Second, the
Latino/Hispanic orientation is when students are more comfortable with the Latino culture
(Torres, 1999). Third, the Anglo orientation is when students are more comfortable with the
Anglo culture (Torres, 1999). Marginal is the fourth orientation and is when students do not feel
comfortable with either culture (Torres, 1999). Torres studied 372 Hispanic students and came
up with the model to help identify the cultural orientation of Hispanic college students.
Torres (2003) categorized types of influences in the development of Latina/o first- and
second-year college students’ ethnic identities. The two types of influences are situating identity
and influences on change in identity development. Situating identity refers to the sense of
identity that college students start with. It includes conditions such as the environment where the
student grew up, influence from the family, generational status, and self-perception of status in
society. Influences on change in identity development refers to the moment when the college
student experiences cultural dissonance, which influences them to change. It also refers to
students; explorations of different peer groups. Quaye and Harper (2014) stated that media often
stereotype Latinas/os negatively, which can affect Latina/o student self- perception.

Racism and Campus Climate

Adjustment to college has been found to be a predictor of student academic success for
any student (Jarama, Alvan et al., 1996). Students arrive on college campuses with hopes and
needs that have been formed by their own cultural understandings, and some find out that those
needs and hopes are not well understood (Shuford & Palmer, 2004). Some students experience
prejudice and negative attitudes that can affect their sense of self (Evans et al., 1998). Johnson et
al. (2007) found that White/Caucasian students show more sense of belonging than other
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racial/ethnic groups. Similarly, Reid and Radhakrishnan (2003) conducted a quantitative study
that compared the perceptions of “racial, academic, and general campus climates” (p. 263) of
African Americans, Latina/o, Asian American, and White college students. They concluded that
compared to White students, racial/ethnic minority students had more negative perceptions in all
three areas (Reid and Radhakrishnan, 2003). Also, these racial/ethnic minority students’
academic and racial experiences influenced their perceptions of general campus climate (Reid
and Radhakrishnan, 2003).
Reyes III (2007) found that sensing an unwelcoming campus climate can create a feeling
of disconnection, which can negatively affect a student’s persistence and retention. Similarly,
Johnson et al. (2007) found that sense of belonging for Latina/o students can be affected by
having a smooth social and academic transition, and by their perceptions of campus climate.
Arbona and Jimenez (2014) studied 309 Latina/o undergraduate students and found that feelings
of stress related to a negative perception of campus climate contributed to experiencing
depression symptoms. These feelings of stress are known as minority stress: “the experience of
stress in negative or undesirable situations in which the individual’s membership in a stigmatized
social group … is the target of discrimination and prejudice” (Arbona & Jimenez, 2014, p. 162).
Soria and Bultmann (2014) examined a multi-institutional Student Experience in the Research
University survey and found that students who self-identified as working class experienced lower
sense of belonging, more negative campus climate, and less social engagement than students
who self-identified as middle or upper class. Gloria, Castellanos, and Herrera (2016) studied 110
Chicana/o community college students and found that “cultural congruity and university
environment were predictive of well-being” (p. 9) for Latina/o community college students.
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Pierce (1995) stated that prejudice and negative attitudes can be experienced through
microaggressions, which are “subtle, innocuous preconscious, or unconscious degradations, and
putdowns, often kinetic but capable of being verbal and/or kinetic” (Pierce, 1995, p. 281).
Franklin (2016) pointed out that racial microaggressions “whether intended or not, present a
specific message to historically underrepresented and marginalized groups that they are not
welcome on college campuses” (p. 45). Tinto and Pusser (2006) stated that underrepresented
groups tend to experience microaggressions at their higher education institution and this can
contribute to the development of a negative sense of campus climate and “influence persistence
directly by shaping students’ sense of belonging” (p. 12). Palmer, Maramba, Ozuna Allen, and
Goings (2015) asserted that racial microaggressions happen in all types of higher education
institutions, including Historically Black Colleges and Universities (HBCU) and Hispanic
Serving Institutions (HSIS).
Yosso, Smith, Ceja, & Solórzano (2009) studied three different types of microaggressions
that Latina/o students faced at three different institutions utilizing a critical race theory (CRT)
lens. The three types of racial microaggressions experienced by Latina/o students are
interpersonal microaggressions (such as being excluded by other peers in the classroom), racial
jokes (such as taco-related jokes), and institutional microaggressions (such as lack of access to
faculty of color) (Yosso et al., 2009). Reoccurring microaggressions can “cast doubt on
students’ academic merits and capabilities, demean their ethnic identities, and dismiss their
cultural knowledge (Yosso et al., 2009, p. 667). The authors found that when Latina/o students
confront their aggressors, they get accused of being “too sensitive” (Yosso et al., 2009, p. 661).
Franklin, Smith, and Hung (2014) pointed out that students can develop racial battle fatigue after
continued exposure to racial microaggressions. Smith (2004) found that symptoms can be
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psychological (anger, resentment, fear), physiological (headaches, high blood pressure, sleep
problems), and behavioral stress responses (academic disengagement, poor academic
performance).
Hurtado et al. (1996) found that Latina/o students who were academically successful
prior to entering college could be negatively affected by “perceptions of racial tension between
groups on campus” (p. 290) during their first year in college. These negative perceptions of
campus climate could affect their academic and psychological adjustment to college (Hurtado et
al., 1996). So, racial tension, even if not directed at them, could affect their success. Torres
(2003) found that compared to White students, Latina/o college students experience additional
developmental tasks in order to make sense of racism. However, Torres also found that not all
Latina/o students in their first two years of college felt that they were victims of racism because
not all perceived themselves as less advantaged or unprivileged in regards to their socioeconomic
status (Torres, 2003).
Torres and Hernandez (2007), suggested that institutions should “consider that
recognition of racism is part of the developmental process for [Latina/o] students” (p. 572).
Institutions’ commitment to supporting students in their identity development and ultimately in
their academic success is reflected in the different programs that are developed and implemented
by both academic and student affairs. Despite this programming emphasis, some higher
education policies and programs are still being criticized for not providing equal opportunities
for success for ethnic and racial minorities. One example is the admission process. Strong
reliance on standardized test scores to admit new students puts ethnic and racial minorities at a
disadvantage (Milem et al., 1998). One suggestion to overcome this is to give more
consideration to high school grade point average as admissions criteria, as well as the student’s
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desire to succeed academically, particularly for ethnic minorities (Hurtado et al., 1996). One
initiative that was noted as positive for all students and, in particular, Latina/o students is
participation in learning communities. Huerta and Bray (2013) studied 1,330 diverse first-year
students who were part of a First-Year Learning Community. They found that participation in
learning communities had a positive impact in all participants’ GPAs. Huerta and Bray (2013)
also found that collaborative learning used in learning communities was particularly of benefit to
Latina/o students.
Hurtado et al. (1996) created a four-part framework that helps to understand four
dimensions of campus climate in higher education institutions. The four dimensions are
“inclusion or exclusion of various racial/ethnic groups,” “structural diversity in terms of
numerical representation of various racial/ethnic groups,” “psychological climate of perceptions
and attitudes between and among groups,” and “behavioral climate dimension, characterized by
intergroup relations on campus” (Hurtado et al., 1996, p. 282). These dimensions of campus
climate can greatly affect students, particularly, students from ethnic/racial minority groups
(Hurtado et al., 1996). When describing a positive campus racial climate, Yosso et al. (2009)
pointed to the following four features that they found valuable:

(a) the inclusion of Students, Faculty, and Administrators of Color; (b) a curriculum
reflecting the historical and contemporary experiences of People of Color; (c) programs
to support the recruitment, retention, and graduation of Students of Color; and (d) a
mission that reinforces the institution’s commitment to diversity and pluralism. (Yosso et
al., 2009, p. 664)
Tinto and Pusser (2006) stated that expectational climate “speaks to the expectations the
institution holds for student, faculty, and staff behavior” (p. 12). They argued that expectational
climate can influence student success in higher education and that university presidents or
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chancellors play a key role in the success of an institution’s expectational climate, particularly
through funding allocation (Tinto & Pusser, 2006).

Hispanic Serving Institutions

Quaye and Harper (2014) explained that Hispanic Serving Institutions (HSIs) are
institutions of higher education that the federal government has labeled as “Hispanic-Serving”
under Title V of the Higher Education Act. They are “non-profit institution[s] that ha[ve] at least
25 percent Latino/a full-time equivalent enrollment, 50 percent of which students must be
considered low-income, as determined by the Census Bureau” (Quaye & Harper, 2014, p. 298).
According to Kohler and Lazarín (2007), in 2003-2004 Hispanic Serving Institutions represented
5% of all higher education institutions, yet 51% of all Hispanics pursuing higher education were
enrolled in an HSI. In 2006-07, 265 institutions were designated as Hispanic Serving Institutions
(Santiago & Andrade, 2010). Hurtado et al. (1998) pointed out that HSIs have, as part of their
missions, to pay close attention to the academic and cultural development of Latinas/os.
Research has suggested that HSIs pay closer attention to Latinas/os’ ethnic identities and their
identities as learners (Shuford & Palmer, 2004). Kuh, Kinzie, Schuh, and Whitt (2011)
explained how the University of Texas at El Paso used to be a predominantly White institution,
but with the demographic changes experienced by the country, it became an HSI by the mid1980s. As a result, the institution updated its policies and programs. It also worked to create a
culture that helps “students from historically underserved groups succeed” (p. 51). They placed
a strong emphasis in their college transition class, which was seen as an intervention to help
students become effective learners. Quaye and Harper (2014) explained that HSIs have also
focused their efforts into helping Latina/o parents by creating and funding programs that help
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them build social capital and knowledge about financial aid resources. They have done this with
the hope to overcome barriers to parental involvement in their children’s paths to higher
education.
Hispanic Service Institutions have been identified to have higher persistence and
completion rates for Latina/o students (Hurtado et al., 1996). Tran, Jean-Marie, Powers, Bell and
Sanders (2016) used a social capital framework to study the experiences of underrepresented
graduate minority students at an HSI and found that these students experienced less barriers to
academic success when they were able to identify and access institutional resources and agents.
They also found that Latina/o students “are more likely to report that faculty mentors played a
significant role in their success compared to their non-Latino peers” (p. 1). From their
institutional mission, to their focus on Latina/o ethnic identity development, and academic
assistance programs, HSIs have been identified as institutions that aim to help Latinas/os succeed
in higher education. With the expected demographic growth, HSIs are expected to play a more
important role in United States higher education in years to come (Quaye & Harper, 2014).

Parents in Education

Parents of all races and ethnicities have been identified as important influences on the
academic success of students (Cullaty, 2011; Hill & Tyson, 2009; Levine & Cureton, 1998). In
fact, a majority of all students identify their parents as the most influential people in their lives in
general, and as important influences on their academic success (Cullaty, 2011; Hill & Tyson,
2009; Levine & Cureton, 1998). Ross (2016) studied the impact of parental involvement by
focusing the study on students who were in 10th grade in 2002 and 12th grade in 2004. Ross
found that parental involvement is still important for high school student academic success.

40
Having high expectations for children’s academic achievement accompanied by assistance with
the college planning process is ideal (Ross, 2016).
Some of the literature that has focused on parents and their children in education have
found that once the children depart for college, parents can experience a feeling of having an
empty nest. According to Barber (1989) “the transition to empty nest begins when the first child
is launched from home and ends when the last child departs” (Barber, 1989, p. 15). There are
differing opinions as to when this transition actually starts. Barber explained that “the critical
variable in the transition to empty nest was [parents’] own perceptions regarding the child’s
movement toward independence and adulthood” (Barber, 1989, p. 17). Reasons for the start to
the empty nest transition can include children joining the military, becoming independent after
accepting a job, getting married, and attending college (Barber, 1989). Parents’ reactions to the
empty nest transition can vary from negative to positive. They can range from a sense of
loneliness to a sense of freedom (Barber, 1989). Raup and Meyers (1989) stated that for ethnic
minorities, the empty nest transition may have less of an impact because of the “extended family
networks” (p. 182) that exist with these groups.
A popular culture parenting book refers to this phenomenon as “letting go” (Coburn &
Treeger, 2003). The concept of “letting go” has permeated Student Affairs literature and has
partially contributed to current practices that include parent orientation programs, a family day or
weekend, handbooks for parents, and newsletters to parents (Wartman & Savage, 2008).
Although these practices are taking place, there is little research on the phenomenon of “letting
go.” There are a number of studies that relate to “letting go” and have focused on the influence
of parents in college student autonomy development (Carney-Hall, 2008; Mather & Winston,
1998; Taub, 1995; Wartman & Savage, 2008). According to Chickering (1976), being

41
autonomous “requires both emotional and instrumental independence, and recognition of one's
interdependencies” (p. 5). Taub (1995) studied female college students and found that excessive
emotional support from parents hindered the college students’ abilities to develop their
autonomy. Mather and Winston (1998) conducted a qualitative study on traditional college
students (students who enroll full-time in college after graduating high-school and who do not
have any dependents) that revealed the relationship between college students and their parents
changes during the college years and that the success of that change in the relationship depends
on parents’ willingness to help students develop their autonomy. Carney-Hall (2008) also
studied traditional college students to see how they described their parents’ influence on the
development of their autonomy. The results of this study revealed that students more greatly
appreciated having parents who were supportive instead of having parents who intervened on
their behalf. These students appreciated building adult-to-adult relationships with their parents
where their parents helped foster responsibility instead of assuming excessive control. This type
of relationship was found to help students feel more confident in their abilities (Carney-Hall,
2008).
Studies that have focused on parents and their influences on children’s autonomy
development suggest that the development of autonomy can be repressed by excessive emotional
parental support (Taub, 1995) and by parents intervening on their children’s behalf with college
administrators (Cullaty, 2011). One study found that first-year students who stay on campus on
weekends have higher levels of autonomy than those who leave campus (Fox, Spooner,
Utterback, & Barbieri, 1996). Cullaty (2011) found that college students feel supported to
become autonomous when parents give them liberty to make decisions on their own, when
parents avoid unnecessary control, and when they encourage responsibility in their college-age
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children. The results of these studies suggest that the adult-to-adult relationship between parents
and their college age children benefits student autonomy development.
Chickering was one of the pioneer researchers who focused on the influence that parents
have over children’s autonomy development in college. Chickering (1969) studied mostly White
students from middle-class families as the participants. Chickering and Reisser (1993) expanded
Chickering (1969) by including material on African Americans and Hispanics. The applicability
of Chickering’s theory for students from minority groups is still questioned since a great part of
psychosocial development is culture-specific (Reisser, 1995). Other studies have focused on
minority students and suggest that autonomy development is experienced differently by students
of color. Rothbaum and Trommsdorff (2007) found that people from the United States, Canada,
Australia, New Zealand, Western and Northern Europe tend to place a higher value on autonomy
than people from other cultures such as Latino cultures. Domenech Rodriguez et al. (2009)
studied 50 first-generation Latina/o parents, a majority who were Mexican from low
socioeconomic backgrounds. They found that these parents tend to grant less autonomy to their
children (Domenech Rodriguez et al., 2009). One study on African Americans indicated that the
psychosocial development of students was sometimes delayed due to minority students also
going through racial and ethnic identity development (Taub & McEwen, 1992). Also, African
Americans experience more collectivity since family, spiritual development, and social
responsibility are important for this racial group (Branch-Simpson, 1984). The work of
Chickering was revised by Chickering and Reisser in 1993 to include material on African
Americans and Hispanics, but the applicability of Chickering’s theory for students from minority
groups is still questioned since a great part of psychosocial development is culture-specific
(Reisser, 1995).
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There is legislation in place that takes away parental control and automatically gives
autonomy to children over certain matters when they go to college or turn 18 years old. For
example, the Health Insurance Portability and Accountability Act (HIPAA) of 1996 awards
autonomy to young people over their medical records. According to Hickey (2007), under
HIPAA:

Adolescents are caught in a limbo-like state between the dependency of childhood and
the autonomy of adulthood. Their cognitive ability and capacity to reason are similar to
those of an adult. However, adolescents may lack the moral responsibility, judgment,
and experience to understand the outcome of their actions and decisions. They may have
more volatile emotions and may look only at short-term consequences. Thus, they
remain in an ambiguous state regarding self-determination. The legal determination of
“majority” has been defined by chronological age (18 years in all but four states), marital
or parental status, and self-sufficiency, whereas the ethical determination of minors’
decision-making capabilities has been much more complex. (Hickey, 2007, p. 101)

There is also the Family Education Rights and Privacy Act (FERPA) of 1974, which
states that once a child enters college, higher education institutions are not authorized to share
educational records with parents. According to the United States Department of Education
(2012):

Both custodial and noncustodial parents have the right to access their children's education
records, the right to seek to have the records amended, the right to consent to disclosure
of personally identifiable information from the records (except in certain circumstances
specified in the FERPA regulations, some of which are discussed below), and the right to
file a complaint with the Department. When a student reaches 18 years of age or attends
a postsecondary institution, he or she becomes an “eligible student,” and all rights under
FERPA transfer from the parent to the student. (p. 1)
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Latina/o Parents in Education

Studies have explored the role and influence of Latina/o parents in education. Some
studies have looked at elementary school settings (Auerbach, 2009; Christianakis, 2011; Dixon,
Graber, & Brooks-Gunn, 2008; Ghiaciuc et al., 2006; Marrero, 2016), while other studies
examined high school settings (Antrop-González et al., 2005; Borrero, 2011; Esparza & Sánchez,
2008; Ghiaciuc et al., 2006; Hallmark Kerr, Beck, Downs Shattuck, Kattar, & Uriburu, 2003;
Pérez, 2010; Smokowski, Rose, & Bacallao, 2008). Additionally, studies looked at Latina/o
parental influence on higher education success (Castillo, et al., 2008; Castillo et al., 2006;
Chiang et al., 2004; Jarama Alvan et al., 1996; Nuñez, 2009; Rivas-Drake, 2011; Rodriguez et
al., 2003; Sarpkaya, 2010). There have also been studies in other settings such as a museum
(Melber 2006), and a radio show (Orozco, 2008). These studies reinforce the notion that Latino
families are an important influence for students and that at times the influence can be positive or
negative towards their academic success. As Chiang et al. (2004) found, family can serve as
both a source of stress and a coping mechanism for Latina/o college students. These studies also
suggest that it is important for educational settings to understand Latino families so they can
develop outreach and involvement opportunities that are effective for the Latina/o population.

Parents as an Important Influence for Latina/o Students

Family is important for any student. Hossler et al. (1999) found that parents in general
are the main factor influencing students to pursue a college education. “Familism” is a term that
refers to the strong value, commitment, and dependability that people have for their families
(Valenzuela & Dornbusch, 1994; Vega, 1995). Marrero (2016) stated that the “Latino culture
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places a significant value on family, which provides support and encouragement throughout the
continuum of life” (p. 181). Latinas/os display a strong value for familism (Vega, 1995).
Triandis, Marin, Betancourt, Lisansky, and Chang (1982) found that Hispanics tend to exhibit
higher levels of familism in comparison to non-Hispanic Whites. In a study of Latino, African
American, and European American families of middle-school girls, Dixon, Graber, and BrooksGunn (2008) found that the Latina and African American female students showed more respect
for the authority of their parents than Caucasian female students.
Borrero (2011) studied Latina/o high achieving students who were seniors in high school
and college bound. The researcher found that leaving family behind to go to college, was
difficult for them to grasp. These high achieving students found family to be a source of pride
and a reason to do well in hopes of supporting their families in the future (Borrero, 2011).
Similarly, Esparza and Sánchez (2008) studied Latina/o high school students and found that
students were aware of their parents’ sacrifices and felt more responsibility to do well in school
so they can eventually help the family improve their financial situation. Zalaquett (2005)
identified eight aspects in students’ lives that aided them in pursuing a college education. They
are family, the value they place on education, their feeling of responsibility towards others, their
sense of accomplishment, their friends, scholarships, community support, and interactions with
school personnel. Tinto (1975) found that feelings of separation after leaving home to attend
college can influence students to drop out. Pérez (2010) studied undocumented students and
found that Latina/o undocumented students take into consideration proximity to their families
and peers when selecting a college.
Studies have indicated that some school teachers and administrators have the perception
that Latina/o parents are not invested in the education of their children based on their lack of
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attendance to parent teacher conferences or volunteer involvement in the school (Christianakis,
2011; Smith, 2008). Christianakis (2011) interviewed inner-city teachers and found these
teachers had the perception that parents of African American and Latina/o students did not want
to be involved with the school. Smith (2008) also found that teachers think Latina/o parents are
not supportive or interested in their children’s education. However, Christianakis (2011) found
that, in reality, these parents work low paying, hourly jobs and therefore do not have much
flexibility in their schedules. Marrero (2016) found that Latina/o parents’ level of engagement in
their children’s education is often misunderstood by school personnel because their judgment is
based on “the traditional model of engagement such as fundraising, school activities, and PTA
memberships” (p. 182). Instead, Latina/o parents focus their engagement on “participating in
home based activities outside of the school that assist students” (Marrero, 2016, p. 182). Valdés
(1996) studied Mexican American families and found that schools tend to place parental
expectations in families that lack sensitivity towards their values. This creates the erroneous
conception that these parents do not care as much about their children’s academic success and
creates a school culture that is constantly trying to change the parents and can leave Mexican
immigrant families feeling out of place (Valdés, 1996).
Orozco (2008) studied Latina/o parents and found that Latina/o parents want to obtain as
much information as they can to be the best possible parents. O’Donnell et. al (2008) found that
parents want to be involved because they want to help their children succeed academically,
improve their English skills, learn about resources, and help the community. Niemeyer, Wong,
& Westerhaus (2009) found that Latina/o parents’ involvement in their children’s education
often consisted of helping their children with homework, instilling in them cultural values, and
keeping in close communication with their children. Hossler et al. (1999) found that parental
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involvement can help students feel encouraged and with more direction when having to select a
college to attend.
Studies suggest that teachers, administrators, and family programmers must take the time
to understand the needs of Latina/o parents in order to increase parental involvement. By taking
time to better understand the needs of the population, practitioners are able to increase parental
involvement in education (Auerbach, 2009; Christianakis, 2011; Ghiaciucet al., 2006; Marrero,
2016; Melber, 2006; O’Donnell et al., 2008; Orozco, 2008). Successful methods of facilitating
Latina/o family involvement include making accommodations for extended family members of
all ages, acknowledging that family members may not have traditional working hours, having
materials in both English and Spanish, and having a translator available (Melber, 2006).
While studying inner-city schools, Christianakis (2011) found an inefficient model of
parent-teacher partnership, where the teachers see themselves as supervisors and parents as
assistants. She recommended a more desired model, where parents are empowered and are seen
as true partners instead of assistants. Similarly, Auerbach (2009) found that effective family
engagement in schools is achieved when administrators take a social justice approach that aims
to learn the needs of the community and to make parents feel empowered. Ghiaciuc et. al (2006)
suggested that teachers and administrators should evaluate if they may be imposing middle-class
values in urban communities and misrepresenting the actions and motives of families when
creating goals. Orozco (2008) recommended teachers approach parents from a strengths-based
perspective.
Outreach efforts play an important part in Latino parental involvement (Christianakis,
2011; O’Donnell et al., 2008). The most common outreach practices for Latinas/os are word of
mouth via a friend, neighbor, or family member; parent visits; conversations with staff; and
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school meetings (O’Donnell et al., 2008). O’Donnell et al. (2008) found that parents
recommended that more experienced parents do outreach for the school because relationships are
important for Latina/o parents. Marrero (2016) also recommended parent mentoring programs as
an initiative that schools can implement to help build social capital for Latina/o students.

Parents as a Source of Support for Latina/o Students

Antrop-González et al. (2005) studied a group of high achieving Puerto Rican high
school students. They found that the students’ mothers supported their academic achievement by
checking their homework and offering help with it. Also, the mothers helped the students
develop linguistic skills in Spanish and English, they set high expectations for their children, and
taught them to use negative stereotypes towards them as a motivator for success. In addition, the
students mentioned that their mothers encouraged them to get involved and socialize with
classmates (Antrop-González et. al, 2005). These mothers also shared their cultural values with
their children and engaged in conversations about drug abstinence and negative influences such
as gangs (Antrop-González et. al, 2005). Marrero (2016) stated that Latina/o parents “believe it
is their responsibility to educate their children for life, not just for school” (p. 181)
Hallmark Kerr et al. (2003) studied Latina/o youth ages 14-19 and found that family
played an important role in preventing student behavior problems. Increased familial
connectedness and parental monitoring helped these students have fewer behavioral problems
such as binge drinking, marijuana and other drug use, and gang-related behavior. Also, the
students that showed increased familial connectedness and parental monitoring exhibited more
positive behaviors such as involvement in community service, school and non-school
involvement, and family helping (Hallmark Kerr et al., 2003). In addition, Latina/o students
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with two-parent/guardian families report less of the problematic behaviors (Hallmark Kerr et al.,
2003). Other studies have shown similar results. Esparza and Sánchez (2008) found that when
high school students feel close ties with their family (familism or familismo), they tend to have
better attendance in school and to put more effort in school. Dixon et al. (2008) found that when
Latina/o students grow up in a disciplined environment where there is close communication with
parents, they tend to experience less conflict in school. Chiang et al. (2004) studied college
student coping mechanisms. They found that Latina/o students are more likely to talk with their
parents as a coping resource than Black students. Latina/o students tend to talk with their parents
instead of seeking professional help as coping resources. Participating in activities with family
members was found to be an effective coping mechanism for Latina/o students (Chiang et al.,
2004).

Parents as a Challenge for Academic Success for Latina/o Students

Zalaquett (2005) found that successful Latina/o college students reported minimal adult
supervision, misinformation, and poorly informed choices as obstacles they had to overcome in
school. Chiang et al. (2004) found that relationships with family members were one of the top
three most common stressors for Latina/o students along with school grades and career choice.
Students may clash with their parents because of culture. When parents are still closely guided
by their cultural heritages while their sons and daughters are adopting the cultural characteristics
of the new culture there can be distancing that creates stress (Castillo et al., 2008). This
phenomenon is known as intragroup marginalization (Castillo et al., 2008). Gaps in
acculturation for both parents and adolescents affect family cohesion, adaptability, and familism
(Smokowski et al., 2008).
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Another issue faced by many Latina/o students is the lack of financial resources.
According to Sarpkaya, (2010) socioeconomic condition determines the level of education and
profession chosen by the student (not just Latinas/os). Families with a lower socioeconomic
status have more educational barriers and experience less economic mobility (Rivas-Drake,
2011). Latina/o parents “lack social capital and are sometimes hesitant to apply for financial aid
because of the intrusive nature of the required financial documentation; this phenomenon is
especially true for parents whose official legal residency may be in question” (Quaye and
Harper, 2014, p. 296). Often Latina/o students have to work to contribute to the family’s income
(Quaye & Harper, 2014). Quaye and Harper (2014) stated that having to take care of siblings,
parents, grandparents, or children can negatively affect Latina/o student academic success.

College Preparation Programs for Parents

Studies have suggested that educational institutions should help parents who lack the
ability to help their children with the college planning process by offering programs and
activities that help inform them and increase their social capital so they can guide their children
in their pursuit of a higher education degree (Pérez, 2010; Ross, 2016). Smith (2008)
recommended that institutional outreach practices should not utilize an assimilationist approach
when implementing these programs and activities. Instead, institutions should utilize a capital
building approach. Since Latina/o parents have been identified as an important influence for
Latina/o student academic success, and lack of social capital has been identified as an obstacle
that hinders some Latina/o parents from being able to support their children in accessing and
succeeding in higher education, efforts to help parents build social capital have already been put
in place by many (Marrero, 2016). Hispanic Serving Institutions (HSIs), which are institutions
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that pay close attention to the needs of Latina/o students (Hurtado et al., 1998), have
implemented programs aimed to help parents build social capital in order to overcome barriers to
parental involvement in their children’s path to higher education (Kuh, et al., 2011). Other
higher education institutions have put in place similar efforts for Latina/o parents and parents of
first-generation college students.
Pstross, Rodríguez, Knopf, and Paris (2016) described a university outreach program in
Phoenix, Arizona, called the American Dream Academy (ADA), which aimed to help Latino
families and other traditionally marginalized populations build the knowledge necessary to help
their children access and succeed in higher education. The nine-week program took place in
over 190 schools, it had five full-time employees and around 120 parent mentors/facilitators
from the area (Pstross et al, 2016). The program started in 2006 and had graduated 23,694
parents who had influenced over 60,000 students (Pstross et al., 2016). At first, ADA used
curriculum developed by the Parent Institute of Quality Education, which covered topics such as
home school collaboration, home motivation and self-esteem, communication and discipline,
academic standards, how the school system functions, and the road to college (Pstross et al.,
2016). The program then started to use research-based curriculum developed by the Parent
Institute (Pstross et al, 2016).
Fann, McClafferty Jarsky, and McDonough (2009) described a similar outreach effort. A
collaboration between the University of California, Los Angeles (UCLA) and 24 local schools
with a goal to help parents guide their children through the college application process. The
Parent Knowledge and Participation in the Creation of a College Culture project offered four
workshops developed for parents with children in middle school (Fann et al., 2009). The topics
covered included the college choice process, the college application process, financial aid, and
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strategies to support children (Fann et al., 2009). The parents then were given an action plan to
complete at home (Fann et al., 2009). The workshops were facilitated in both English and
Spanish (Fann et al., 2009). Through parental evaluations, it was found that parental
involvement programs are more beneficial when they take into consideration culture (Fann et al.,
2009). The parents found it beneficial to have workshop facilitators who spoke their language
and who could speak about Latinas/os in higher education from personal experience (Fann et al.,
2009). Through parental evaluations it was also found that dedicating time for parents to share
their concerns and experiences was valuable (Fann et al., 2009). Also, to leave the workshops
with information on where to find resources if needed was appreciated by the parents (Fann et
al., 2009). The parents also appreciated personal connections with the institution (Fann et al.,
2009).
University parent orientations have also evolved in order to better serve diverse families.
In the past, university parent orientations consisted of having refreshments with a dean or the
president of the institution (Coburn & Woodward, 2001). Today, university parent orientations
greatly differ from institution to institution. Some parent orientations last a few hours while
others last several days (Coburn & Woodward, 2001). However, “most aim to reassure parents,
make them feel comfortable, and give them a realistic view of today’s college experience”
(Coburn & Woodward, 2001, p. 28). Coburn and Woodward (2001) stated that effective parent
orientations should help parents understand the first-year transition. Also, effective parent
orientations should inform parents of resources available to the student, help them define
effective relationships between parents and the institution, and connect parents to the institution
(Coburn & Woodward, 2001).

53

Summary

According to this literature review, some of the factors that affect (both positively and
negatively) the persistence of Latina/o students in higher education include parental influence
(Reyes III, 2007; Torres, 2003; Zarate & Gallimore, 2005), as well as teachers and faculty
(Johnson et al., 2007; Reyes III, 2007; Snyder et al., 2008); a less privileged financial situation
(Cunningham & Santiago, 2008; Lopez, 2009; Planty et al., 2008; Santiago, 2008; Snyder et al.,
2008); the quality of academic training received (Reyes III, 2007; Torres, 2003; Zarate and
Gallimore, 2005); students’ sense of both ethnic and student identity (Castillo et al., 2006; Cross
1971; Evans et al., 1998; Hungerford-Kresser &Amaro-Jiménez, 2012; Phinney, 1990; Shuford
& Palmer, 2004; Snyder, Dillow, & Hoffman, 2008; Tajfel & Turner, 1996; Torres, 1999;
Trueba, 2002;); campus climate (Hurtado et al., 1996; Jarama et al., 1996; Johnson et al., 2007;
Reyes III, 2007); racism on campus (Evans et al., 1998; Hurtado, et al., 1996; Shuford & Palmer,
2004; Torres, 2003; Torres & Hernandez, 2007).
This literature review also focused on research related to Latina/o parents in education.
The research supports the view that parents are an important influence for Latina/o students and
are the main factor influencing their decision to attend college (Hossler et al., 1999). Leaving
family behind can be difficult for Latina/o college students (Borrero, 2011). Different studies
suggested that parents can be both a source of support (Antrop-González et al., 2005; Chiang et
al., 2004; Dixon et al., 2008; Esparza & Sánchez, 2008; Hallmark Kerr et al., 2003) or a
challenge (Castillo et al., 2008; Chiang et al., 2004; Hossler et al., 1999; Lopez, 2009; Quaye &
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Harper, 2014; Sarpkaya, 2010; Smokowski et al., 2008; Zalaquett, 2005) to Latina/o students’
academic success.
Some gaps in research were identified after conducting this literature review. The
literature that has explored Latina/o parents has mainly gathered the voices of teachers,
administrators, and students. There is not a significant amount of literature that has gathered the
voices of parents to better understand the parent/child relationship and the parent/academic
institution relationship. While schools have identified parent mentoring programs as an effective
outreach practice, there is no literature that presents the parents’ experiences going through these
programs. In addition, there is a need to conduct more studies that explore the phenomenon of
“letting go” to better understand Latina/o parents’ reactions to their children leaving home to
attend college. There is also a need to conduct more studies that explore the perspectives of
Latina/o students and parents from different socioeconomic backgrounds. Although some of the
literature has studied Latina/o students who have been successful in college, I believe it is
important to build on the existing literature and gather the voices of students, parents, and school
personnel who have been able to experience the academic success of Latina/o students in order
to identify best practices.

CHAPTER 3
METHODOLOGY

The purpose of this study was to develop a better understanding of the perceptions and
experiences of Latina/o parents who have had college-age children move away from home to
pursue a higher education degree. It was decided to use a basic interpretive approach that seeks
to better understand Latina/o parents’ experiences of sending a child to a higher education
institution. Specifically, this study sought to understand the parents’ own educational
experiences, the experience of sending a child to college, and the relationship parents have with
their children who are attending college.
The main question guiding this study was:
According to parents participating in this study, what has been the experience of sending
a child to college?
In addition, the following sub-questions guided this study:
1) How do parents describe their own educational experiences? What are their
perceptions of education and higher education?

2) How do they depict their son/daughters’ educational experiences? How do they
describe their enrollment in/departure for college?

3) How do parents describe their current interactions with their children? What does the
parent/child relationship look like from the parents’ perspective?
Presented next is information related to the research approach and methodology used on
this study. First is an explanation of the research approach selected. This is followed by
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information about the process of participant selection. An explanation of the measures that were
taken in order to protect participants’ confidentiality is then followed by an explanation of the
processes of data collection and data analysis utilized. The chapter concludes with a presentation
of the criteria for evaluating validity and trustworthiness throughout the study and background
information regarding the researcher.

Research Design
According to Bloomberg and Volpe (2008) “choice of research approach is directly tied
to research problem and purpose” (p. 27). After considering this study’s research problem and
purpose, it was decided to conduct a basic interpretive qualitative study. Merriam and
Associates (2002) stated that “all qualitative research is interested in how meaning is
constructed, how people make sense of their lives and their worlds (p. 39). The authors also
stated basic qualitative studies are interested in learning about “(1) how people interpret their
experiences, (2) how they construct their worlds, and (3) what meaning they attribute to their
experiences” (p. 38).
This study takes a basic qualitative approach that “simply seek[s] to discover and
understand a phenomenon, a process, or the perspectives and worldviews of the people involved”
(Merriam, 1998, p. 11). Caelli, Ray, and Mill (2003) referred to basic qualitative research as
generic qualitative research and stated that “research as that which is not guided by an explicit
or established set of philosophic assumptions in the form of one of the known qualitative
methodologies” (p. 19). Given the limited amount of researchers that have studied Latina/o
parents of college students, this study had as a goal to learn about basic information such as the
meaning Latina/o parents give to the experience of having a child leave home to attend college

57
thorough description of Latina/o parents’ own educational experiences and background, the
experience of sending a child to college, and the relationship these parents formed with their
children after they departed home to attend college. Although the participants in this study cut
across age groups and socioeconomic status lines, what the parents had in common was that at
the time the interviews took place they all lived in the United States and had a college-age child
move away from home to attend college also in the United States.

Participants

There were 10 participants in this study. Interviewing 10 participants helped me gather a
breadth of perspectives that informed the study. The criteria for participant eligibility included
finding participants who self-identified as Latinas/os, who lived in the United States, and who
had the experience of having at least one child leave home to attend college. There were not
exclusions for participant gender, marital status, immigration status, educational level attained,
or location. The participants were five males and five females. Two married couples were
included in the sample. The participants were not from a specific site or location. They all lived
in the United States at the time of the interview and were from Illinois (3), Pennsylvania (1),
Texas (2), and West Virginia (4). They self-identified as Latinas/os. One of the participants was
U.S. born. Her parents came from Mexico. One of the participants had one parent born in
Puerto Rico and one in Mexico and he was born in the United States. The remaining eight were
immigrants and came from the countries of Mexico (4), Peru (1), Venezuela (2), and Costa Rica
(1). The participants who were immigrants came to the United States at ages ranging from
childhood to early 30s. All of the participants were U.S. citizens at the time the interviews took
place. Some of them disclosed first entering the country without legal documentation.
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The participants and their families had diverse academic experiences. Most of the
participants’ parents did not finish elementary school. Only one participant had parents who had
obtained a college degree. Out of the ten participants, five obtained college degrees (three of
them obtained post bachelor’s degrees), another four obtained high school degrees (two of them
obtained certificates after that), and one had less than a year of formal education. Four out of the
five participants who had obtained college degrees were first-generation college students. The
participant with the least amount of formal education received a total of six months of formal
education while growing up in rural Mexico; another participant received a postgraduate degree
from Harvard. All of the participants had children who were attending or had recently graduated
college. The participants in this study do not represent recent statistics related to Latina/o degree
attainment. Participants with college degrees were overrepresented in this sample. In 2012,
approximately 14.5% of Latinas/os aged 25 and older had attained a bachelor’s degree in
comparison to 21.2% of Blacks, 34.5% of Whites, and 51% of Asians (Lopez & Fry, 2013).
Also in 2012, 4% of all Hispanics had attained an advanced degree in comparison to 12.5% of
non-Hispanic Whites (Hispanic Association of Colleges and Universities, 2013).
I gained access to participants through contact with a variety of community and
university representatives via phone, e-mail, face-to-face interactions, and Facebook. These
representatives asked possible participants if they could share their contact information (phone
number or e-mail address) with me so I could contact them to formally invite them to participate
in a research study. Another way used to recruit participants was by employing the snowball
sampling technique (Patton, 2002). This technique consists of finding participants through the
referral of other participants. When using the sampling technique, I gave my contact information
to research participants so they could share it with other potential participants. These potential
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participants then contacted me if they were interested in participating in the study. I called each
parent who expressed interest to provide them with information about the study. I formally
asked if they would be interested in being participants in the study and, if so, we set a date, time,
and location to meet face-to-face, have a video conference, or talk on the phone (see Appendix
A). Each participant received a consent form explaining what the study entailed. The
participants were; Elena, Alejandra, Mariano, Pablo, Gabriel, Javier, Paula, Lucía, Rolando, and
Carolina. A detailed profile of each participant is presented in chapter four.

Participant Confidentiality
Protecting the participants’ identities was a priority at all times. A waiver for signed
informed consent was requested and obtained from the IRB for all participants. The waiver was
requested in order to protect the participants’ privacy since the signed consent form would be the
only document linking the participants with the research and an unintended breach of
confidentiality could harm particularly any undocumented participants. Participants then agreed
verbally to participate in the study.
In order to protect participant’s identities, each participant was given a pseudonym that
was used throughout the study. Those pseudonyms were used to label audio recordings,
transcriptions, artifacts, memos, and field notes. Electronic data such as transcribed interviews,
field notes, and analytical memos were stored in a password protected personal computer.
Physical data such as documents or paper copies of any interview transcripts were stored in a file
cabinet when not being used.
Each participant interview was audio recorded using a portable digital recorder. The
audio files that resulted from each interview were transferred to a password protected computer
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within 24 hours of being obtained. A master list of names and pseudonyms was not kept in order
to protect the participants’ confidentiality. Instead, what was kept was a list with initials and ID
numbers, and then another list with ID numbers and pseudonyms. I kept the two lists separately
under locked conditions and destroyed them after the data analysis process was complete.

Data Collection

Participant interviews were the main method of data collection for this study. An
interview date, time, and location was set with all of the Latina/o parents who agreed to
participate in the study. The interviews took place between 8/24/14 and 11/13/14. Prior to the
start of the interview, each participant received a copy of the consent form physically or via email (see Appendix B). The consent form followed the policies and procedures stated by the
IRB for the use of human subjects in research. It explained the purpose of the study, the role
participants would play on it, the time commitment required to participate in the study, what the
results would be used for, and potential risks and/or discomforts the participants may experience
as a result of their participation in the study. It was anticipated that participants could “share
aspects of their lives that may cause discomfort and even some degree of emotional distress”
(Seidman, 2012, p. 63). Because of that, each participant received either physically or via e-mail
a list of counseling services available around the country in order to minimize their risk of
suffering emotional distress.
This study took into consideration previous research on Latina/o parents. Christianakis
(2011) explained that a large number of Latina/o and Black parents work low paying hourly jobs
and may not have much flexibility in their schedules. Melber (2006) recommended
“acknowledging non-traditional work schedules in the scheduling of activities” (p. 38) that want
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to attract Latino families. Taking that into consideration, I conducted one 90-minute face-toface, video-conference, or phone interview with each participant. The type of interview was
determined by each participant based on their location, availability, and available technology.
I conducted five face-to-face interviews, three video conferences, and two phone
interviews. Out of the five face-to-face interviews, two took place at a coffee shop, one in the
participant’s workplace, and two in the participants’ homes. Alejandra and Mariano were
married to each other. Their interviews were done simultaneously, with each participant
responding to each of the interview questions. The same was the case with Lucía and Mariano.
Five of the interviews were conducted in Spanish and five in English. The intent was to let the
participants use the language they preferred. Each interview was audio recorded and transcribed.
Prior to the first interview, I piloted the instrument by interviewing an acquaintance who is
Latina and had a child attending college to ensure the clarity of the questions.
The goal of each participant interview was “to gather descriptive data in the subjects’
own words” (Bogdan & Biklen, 2007, p. 103). These descriptive data were used to interpret the
participants’ experiences. The interviews required active listening and an open mind. Interview
questions were generated with the purpose statement, problem statement, and conceptual
framework in mind. The interviews focused on the parents’ own educational experiences and
backgrounds, the experience of sending a child to college, and the parent/child relationship after
departure to college.
The interviews also followed an open-ended approach as explained by Patton (2002). In
this approach, there are interview questions guiding the study, but there is also be room for the
participants to add to the depth of the interviews. Qualitative research is “emergent and
evolving” (Bloomberg & Volpe, 2008, p. 30). As interviews took distinctive directions,
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additional questions emerged. If need for further clarification or additional questions arose once
an interview had concluded, I received permission from each participant to contact them via
phone or e-mail depending on the participant’s preferred method.

Data Analysis and Interpretation
According to Bogdan and Biklen (2007) “[a]nalysis involves working with the data,
organizing them, breaking them into manageable units, coding them, synthesizing them, and
searching for patterns” (p. 159). After transcribing all the interviews and translating five of
them, I read interview transcripts several times before starting to analyze them. I started coding
the data once I had concluded all the interviews. The reason I did not start analyzing the data
after the first interview was transcribed is because I wanted to avoid basing the analysis on the
first few interviews.
The data were analyzed inductively. There was not a preconceived hypothesis to prove
or disprove, but rather the themes and findings emerged from the data (Bogdan & Biklen, 2007).
The way in which I started to analyze the data was by coding it. A code is “a word or short
phrase that symbolically assigns a summative, salient, essence-capturing, and/or evocative
attribute for a portion of language-based or visual data” (Saldaña, 2013, p. 3). The coding
process was influenced by my interpretation (Saldaña, 2013). I engaged in six cycles of coding
to identify themes and patterns.
During the first couple of cycles of coding I engaged in initial coding (open coding),
which involved identifying possible codes that emerged from the data itself (Creswell, 2003).
This helped provide direction for the study (Glaser, 1978). According to Saldaña (2013) there
are seven coding methods used during the first cycle of coding: “Grammatical, Elemental,
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Affective, Literary, and Language, Exploratory, [and] Procedural” (p. 58). I used affective
methods because they “investigate subjective qualities of human experience (e.g., emotions,
values, conflicts, judgments)” (Saldaña, 2013, p. 105). Since the purpose of the study was to
better understand the perceptions and experiences of Latina/o parents who have college-age
children who have moved away from home to a residential college to pursue a higher education
degree, learning about the emotions the parents felt as a result of their children’s departure from
home and the value they placed on their children’s education was of great value for this study.
The codes were organized to create overarching codes in order to clean up the data. A
final process entitled “theming the data” was applied at the end of the sixth cycle of coding. It
involved creating “an extended phrase or sentence that identifies what a unit of data is about”
(Saldaña, 2013, p. 175). During the last cycle “a sense of categorical, thematic, conceptual,
and/or theoretical organization” (Saldaña, 2013, p. 207) was developed. Saldaña (2013)
identified the following coding methods: pattern coding, focused coding, axial coding,
theoretical coding, elaborative coding, and longitudinal coding. The author stated that depending
on the type of study, a researcher may engage in one or more of those methods. I engaged in
pattern coding, which consisted of looking at similar codes that derived from the first cycles of
coding and coming up with a new code that groups them together creating “more meaningful and
parsimonious units of analysis” (Miles & Huberman, 1994, p. 69). I also engaged in axial
coding, which helped identify the dominant codes that emerged during the first cycles of coding.
During axial coding, different categories were better understood through the identification of
“contexts, conditions, interactions, and consequences of a process” (Charmaz, 2014, p. 62). In
addition, I wrote reflective and analytical memos to help me better understand the data.
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Reflective Memos

After each interview, I wrote reflective memos that contained descriptive and reflective
material. I wrote about the physical appearance of the participants, about the interview setting,
and my own behavior during the interview. Reflective information included my “frame of mind,
ideas, and concerns” (Bogdan & Biklen, 2007, p. 120). I wrote about my frame of mind during
the interviews, my perceived rapport with the participant, any emergent themes that I started to
notice, any concerns or ethical dilemmas I started to recognize. This reflective information
helped me identify any assumptions I may have been creating. I aimed to write the detailed
reflective memos within 24 hours after each interview when my memory was still fresh.

Analytic Memos
Saldaña (2013) stated that “the purposes of analytic memo writing are to document and
reflect on: your coding processes and code choices; how the process of inquiry is taking shape;
and the emergent patterns, categories and subcategories, themes, and concept in your data” (p.
41). I wrote analytic memos during and after the data collection process whenever an important
idea, question, or connection came to mind. Writing analytical memos was key throughout the
coding process. My analytic memos consisted of writing down the main codes that I gathered
from each participant’s statements about a particular topic, such as parental involvement or
conversations prior to departure to college. Writing the main codes from each participant helped
the visual learner in me to recognize emerging categories and themes. Writing these memos also
helped me in organizing the emerging themes and in connecting the themes with the literature I
reviewed in Chapter 2, the problem statement, the purpose of the study, and the research
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questions. These analytic memos were less about my opinions and more focused on the
participants’ responses and the literature. Once the data were analyzed, they were then
interpreted. This involved the development of ideas regarding the findings and relating them to
the literature, the conceptual framework, and the purpose of the study (Bogdan & Biklen, 2007).

Trustworthiness and Credibility

My main goal as a researcher was to maintain trustworthiness and credibility by
accurately portraying the voices of the participants. To help with credibility I applied thick
description and included direct quotes from the participants in order to generate a detailed picture
(Lincoln & Guba, 1985). Also, the two dissertation co-directors reviewed parts of the
transcriptions and coding to guide me through the research process. The reflective memos
helped describe non-verbal communication and physical information about the participants that
the interview recordings did not capture yet was relevant. They also helped reveal any of my
biases that may have interfered with providing an accurate description of the case. The analytic
memos helped me focus on the data and identify emerging codes.

Researcher Background and Role

I am originally from Costa Rica and came to the United States by myself at the age of 19
after being offered a scholarship to pursue a higher education degree in music performance at
Western Illinois University (WIU). My original plans included obtaining bachelor’s and
master’s degrees in the United States, then going to Europe to continue my music studies, and
finally moving back home to be with my family. However, I never made it to Europe after I
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obtained my master’s degree because I married someone from the United States, had my first
child, became a citizen of this country, and decided to stay in the United States.
From a young age I began to develop an interest in learning about different cultures. At
the age of 17, I had the opportunity to spend the summer with people from all around the world
studying music in France and at the age of 18 in the United States. Those summers taught me
about people and opened my eyes to other cultures. However, it was not until moving to the
United States to attend college that I started to experience discord and to explore the meaning of
being an ethnic minority, specifically a Latina.
As an undergraduate student at WIU, I started frequenting the Latino Resource Center
because it brought me comfort to be in a place where I could speak Spanish. I also enrolled in a
Spanish class to explore Latin American literature and ended up completing a minor in Spanish.
While pursuing my master’s degree I did not explore my identity much as I was learning the role
of motherhood. As a doctoral student, I purposefully enrolled in courses that focused on
ethnicity and culture. I completed an internship in the Latino Resource Center at Northern
Illinois University that allowed me the opportunity to coordinate a Latina assistance program that
aimed to serve as a tool for Latinas to help with their retention and graduation from the
university. In that role, I served Latina immigrants (including undocumented students), and firstgeneration and second-generation U.S. born students.
The internship experience at the Latino Resource Center helped me gain an interest in
studying the Latino population. Some of the research projects I chose to do have been about
Latina/o undocumented students, Latinas in doctoral programs, and Latinas involved in
sororities. When I needed to focus my dissertation study I selected Latino families because,
during my experience as a student affairs practitioner in higher education, I learned how
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important family can be for students in general. One case that spurred my interest is that of a
former student who is Latina. She once came crying to my office and told me that she had been
accepted into the internship program she really wanted to be a part of, but that it was out of state
and her parents had told her “you can’t go, you can’t do that to us.” At the time, I would have
liked to know the reasoning behind her parents’ position.
My personal experience has been different from my student’s experience. I know that it
was difficult for my mother to not have me in Costa Rica with her. However, she has never
stopped my siblings or myself from taking advantage of opportunities to travel and make more
sense of the world we live in. She supported me when I had the opportunities to study music in
France and the United States. She also supported my brother’s opportunity to play soccer in the
United States, and my sister’s opportunity to study Italian in Italy and English in England.
Although I know that my mother has worried about us leaving home, she has encouraged us and
supported us to do it because she wants us to take advantage of opportunities to learn and explore
the world.
My mother is grateful that an American family hosted me in their house when I first
moved to the United States and recognizes that hosting international students can be a great
experience to learn about other cultures. Because of this experience, she has hosted students
from Germany, Guatemala, and South Korea at her house. I am aware that my experience may
be unique in some ways and it makes me want to better understand positions such as the one of
my former student’s parents. Although I had my parents’ support to leave home to pursue a
university degree, there were some language, cultural, and physical barriers that did not allow
them to support me in all of the ways they would have liked, for example, helping me fill out my
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college and scholarship applications, helping me move in and out of my residence hall, or
attending my orchestra or band concerts.
One significant personal experience is that I first came to the United States in 1999 as an
international student (F1 status) to pursue an undergraduate degree at Western Illinois
University. I came with limited proficiency of the English language and before enrolling as a
full-time degree seeking student, I was in the English as a Second Language Program. In
addition, I had a professional experience working as an assistant director for the Office of
International Affairs at West Virginia State University. The office housed an ESL program and,
during my time there, we hosted over 100 F1 students from Mexico who were doing short-term
ESL studies in the United States. F1 status means that the students are international but have a
visa that allows them to study in the United States for a determined period of time. These
personal and professional experiences provided me with a different lens on what it is like to be a
Latina/o studying in the United States.
The value I place on my language and roots has grown stronger as I get older. Personal
and professional experiences such as the ones just mentioned have acted as core motivating
principles behind my dissertation proposal. I want to understand the learning experiences and
perceptions of Latina/o parents as their college-age children move away from home to attend a
higher education institution. I am aware that as a researcher I brought assumptions and biases
with me that may have affected the objectivity of the findings if not reflected upon. One
assumption I brought is that these parents have been a source of support for their students’
academic successes. I assume this because their children belong to the low percentage of Latinos
who are enrolled or have graduated from college.
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One important point to consider is that even though I am Latina and interviewed
Latinas/os, it did not automatically mean that we had similar views or that I knew exactly what
they were talking about. For example, I felt a strong connection with Rolando because his
immigration story was more similar to mine compared to the other participants. We both first
came to the United States to pursue undergraduate education with a scholarship. I also felt a
stronger connection with Carolina. She is originally from Costa Rica. I was able to get a more
vivid picture when she talked about her upbringing because I knew the places she was talking
about. I grew up there too. On the other hand, Rolando, Lucía, Paula, and Javier all talked about
cities in their respective countries that I later looked up on the internet because I was not familiar
with them. I did not know what a “coyote” was until Mariano talked about the way he first
entered the country undocumented and the person who helped him cross the border was referred
to as a “coyote.” Also, it took me a longer time to transcribe and translate Gabriel and Paula’s
interviews because of the way that they structured sentences in Spanish, which is different than
mine.
The fact that I am Latina did not automatically make the participants comfortable in
sharing their stories. I was not able to build the same rapport with all of the participants. I
believe the interview setting played a bigger role in shaping how both the participants and I felt.
It was easier to build rapport with the participants whose interviews were face-to-face. It was
also easier to build rapport with the participants whose face-to-face interviews took place in
private places such as their homes than to build rapport with the participants whose face-to-face
interviews took place at public places such as coffee shops. At the public places, there were
distracting noises and we had other people around. I would have preferred to have all the
interviews be face-to-face, but that was not possible due to distance and the technology the
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participants had at hand. The phone interviews were particularly difficult because I was not able
to see the participants’ facial expressions.
The fact that I do not have college-age children and do not know what it is like to send a
child to college is something I needed to be mindful of. Although I have worked in a higher
education setting for the past nine years, I could not pretend that I knew exactly what it was like
to send a child to college. I needed to concentrate on the parents’ stories and portray them as
they are. One bias that I may have brought is that my parents are very different than these
parents because my parents have never lived in the United States and they both have college
degrees. I needed to be mindful of these assumptions and biases in order to truly portray the
voices of the participants in the study. I needed to be mindful to try to suspend judgment and
focus on the participants’ voices.

Summary

This chapter contained an explanation of the methodology used in this study. It described
the research design, the participants and site, confidentiality measures, data collection, data
analysis and interpretation, trustworthiness and credibility measures, background information
and role of the researcher. The following chapters explain the findings of this study including
emergent themes and implications for research and practice.

CHAPTER 4
PARTICIPANT PROFILES

In this chapter, I present profiles of the 10 individuals who participated in this study.
These profiles provide a brief summary of significant aspects of the participants’ experiences
through life. They are an example of the diversity that exists within the Latino ethnic group in
the United States. The participant profiles include demographic information, such as Latin
American heritage, immigration generation, stories related to immigration, as well as the
participants’ personal educational and work experiences. The profiles also include brief
information about the participants’ children who have left home to attend college.
There were 10 participants in this study. Eight of them are United States immigrants and
two are U.S. born. They are of Mexican, Peruvian, Puerto Rican, Venezuelan, and Costa Rican
descent. At the time of the interviews, they lived in one of five states (Illinois, Pennsylvania,
Texas, and West Virginia). The participants’ level of formal education achieved also varied.
Two of them earned doctoral degrees, one earned a post-bachelor’s certification, two earned a
bachelor’s degree, two earned certifications as nurse assistants, two graduated high school, and
one received approximately six months of total formal education. Their work experiences and
professions also varied. One participant delivered mail for the United States Postal Service, one
worked at a school district’s office, one owned an auto body and paint shop, one was a truck
driver, and one dedicated all her time to taking care of her home. One participant worked in
broadcasting, one was a pathologist, one had an online book sale business, one a physical
therapist, and another one a counselor. A summary of this information is presented in Table 1.
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Elena

The interview with Elena was conducted in English via videoconference. Elena lived in
Illinois at the time the interview took place. She was born in the United States and is a
first/second generation American. Both of her parents are of Mexican descent. Elena’s mother
was born in the United States and her father was born in Mexico and eventually moved to the
United States. Elena grew up in the city of Chicago. She talked about her parents seeking out a
way to provide a better education for Elena. She said:

My parents chose to send me to school outside of the neighborhood because they felt like
the educational system in our neighborhood was not very solid so, my mother looked for
other means to send us away to school. I went to what is called a magnet school and it’s
a public school but it has a different structure.

Elena graduated from a Chicago public high school. She became a mother while
attending high school. She stated:

I was actually pregnant and in high school in the city and after I had the baby, I actually
ended up, it took me five years to finish high school instead of four because I took time
off to have the baby. My husband worked and I finished school and then, when I finished
school, he went and got his GED and worked so both of us were growing up with a baby
and working, and going to school.
Elena first left her parents’ home at the age of 16 when she found out she was going to
have a baby. She moved in with her now husband. After she finished high school, and when her
children were seven and five years old, she moved to the suburbs. She pursued early childhood
education at a community college for two years but did not finish.

Table 1
Participant Demographic Information
Pseudonym

Gender

Marital
Status

Home

Background

Educational/Professional
Background

Children that are attending or have
recently graduated college

Elena

Female

Married

Illinois

Female

Married

Texas

Mariano

Male

Married

Texas

• High school degree.
• Certified Nurse Assistant.
• Works part time for United
States Postal Service.
• High school degree.
• Certified Nurse Assistant.
• Stayed at home for several
years. Currently works at a
school district.
• High school degree.
• Owner of an auto body and
paint shop.

• 1 daughter. Currently attending.
Special education.

Alejandra

Born in the U.S.
2nd generation
American.
Mexican descent.
Born in Mexico.
U.S. immigrant.
Came to join family
as a child.

Pablo

Male

Remarried

Illinois

Born in Mexico.
U.S. immigrant.
Came to join family
as a child.
Born in the U.S.
2nd generation
American.
Mexican and
Puerto Rican
descent.

• High school degree.
• 37 years in broadcasting.

• 1 son. Currently attending. Business
administration-marketing.
• 1 daughter. Currently attending. Math
education.
• 1 son. Currently attending. Business
administration-marketing.
• 1 daughter. Currently attending. Math
education.
• 6 children Four graduated college.
• 1 step-son. Graduated. Speech Pathology.
Currently pursuing master’s.
• 1 step-daughter. Graduated. Criminal
psychology.
• 1 son. Went to military and currently
attending community college.
• 1 son. Graduated. Information technology.
• 1 daughter. Attended 3 years but did not
finish. Stay-at-home/graphic design side
jobs.
• 1 daughter. Graduated. Liberal
Arts/Photography.

(Continued on following page)
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Table 1 (continued)
Pseudonym

Gender

Marital
Status

Home

Background

Educational/Professional
Background

Children that are attending or have
recently graduated college

Gabriel

Male

Married

Illinois

Born in Mexico.
U.S. immigrant.
Came to work.

• 6 months of interrupted
formal education. Taught
himself to read, to write, and
the English language.
• Truck driver.

• 1 daughter. Graduated. Education.
• Currently attending graduate school.

Javier

Male

Married

West
Virginia

Born in Peru.
U.S. immigrant.
Married U.S.
citizen.

• Doctor. Pathologist. Went
to Harvard.
• Practices at a hospital and
teaches at a university.

Paula

Female

Married

West
Virginia

Born in Mexico.
U.S. immigrant.
Came to attend
graduate school.

• Doctoral degree. Industrial
Engineering.
• Homemaker and online
business owner.

Lucia

Female

Married

West
Virginia

Born in Venezuela.
U.S. immigrant.
Married
U.S.citizen.

• Bachelor’s degree. Licensed
nurse graduated in
Venezuela.
• Homemaker.

• 3 children. All graduated.
• 1 daughter. Physician assistant
studies master’s. Works in
psychiatry.
• 1 son. 2 bachelors (Political
science/Spanish and biology.)
Currently studying medicine in
Mexico.
• 1 daughter. Music-voice. Currently
freelancing and applying for graduate
school.
• 3 children. 2 graduated. 1 currently
studying sociology.
• 1 son. Graduated. Doctor.
• 1 daughter. Graduated. Master’s
Elementary Education.
• 1 daughter. Currently attending.
Sociology
• 3 children. All graduated.
• 1 daughter. Chemistry and
Bioanalysis.
• 1 son. Doctor.
• 1 daughter. Exercise physiology.

(Continued on following page)
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Table 1 (continued)
Pseudonym

Gender

Marital
Status

Home

Background

Educational/Professional
Background

Children that are attending or have
recently graduated college

Rolando

Male

Remarried

West Virginia

• Bachelor’s degree.
Physical Therapy.
• Physical Therapist

• 3 children. All graduated.
• 1 daughter. Chemistry and
Bioanalysis.
• 1 son. Doctor.
• 1 daughter. Exercise physiology.

Carolina

Female

Remarried

Pennsylvania

Born in
Venezuela.
U.S. immigrant.
Came to attend
undergraduate
school.
Born in Costa
Rica.
U.S. immigrant.
Came to join
family as a
child.

• Bachelor’s degree.
Psychology. Graduate
Certificate.
Rehabilitation
Counselor for the Deaf
(RCD).
• Counselor.

• 2 children.
• 1 daughter. Graduated with master’s
degree. Nurse practitioner.
• 1 son. Graduated with master’s
degree. Certified Public Accountant.
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Elena then obtained a certified nursing assistant (CNA) certification and practiced for
approximately five years. She said: “I worked at a nursing home and while I was working there,
I was taking care of my kids, I was working on the weekends.” She then applied to work part
time delivering mail at the post office. She had worked for the United States Postal Service for
nine years. At the time of the interview, Elena had a daughter who was in her third year of
college. Her daughter was majoring in special education at a private higher education institution.
The institution was a two-hour drive from the family’s home. Elena’s daughter received an
athletic scholarship and played on the institution’s basketball team.

Alejandra

The interview with Alejandra was done in English via videoconference. Alejandra and
Mariano were married and their interviews were conducted at the same time. Both participants
answered each interview question. Alejandra lived in Texas at the time the interview took place.
She is a U.S. immigrant born in Mexico. Her father left Mexico to live in the United States first
when Alejandra was a baby. Her mother stayed in Mexico taking care of their seven children.
Alejandra remembered:
When I was a child I don’t really have very good memories. My dad was here since I
was born actually and my mom she raised us by herself by being mom and dad to seven
in the family and it was a happy family. I mean we were together. My family was my
mom and my aunts and my uncles. There was not any paternal figure for us. I met my
dad when I was eight.
Alejandra’s mother and some of her siblings later joined Alejandra’s father in the United
States. Alejandra and her brother stayed in Mexico and were able to join the rest of the family in
the United States when Alejandra was 11 years old. Alejandra first entered the country
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undocumented and a few years later became a citizen of the United States. She remembered that
the transition from studying in Mexico to studying in the United States was difficult. She said:

I had done up to sixth grade in Mexico and so when I got here, I started middle school so,
seventh grade, and then I went to high school and it was hard. It was really hard not
knowing any English at all, so through middle school I met two really, really nice
teachers who were there for me and I would say that they taught me what I know now
(laughs).

Alejandra obtained her high school diploma, took some cosmetology courses, and later
obtained a CNA certification. At the time the interview took place she worked as a teacher’s
assistant. She first left home at the age of 21 when she got married. She has three children.
Two of them (a son and a daughter) were at the time attending the same four-year research
public higher education institution located approximately one hour from her home. Her son was
23 years old and was majoring in business-marketing. Her daughter was 19 and had recently left
home to major in math education.
Mariano

The interview with Mariano was done in English via videoconference. Mariano and
Alejandra were married and their interviews were conducted at the same time. Both participants
answered each interview question. Mariano lived in Texas at the time the interview took place.
He is a U.S. immigrant born in Mexico. He first entered the U.S. undocumented at the age of 16
and later became a citizen. His father left first for the United States just like Alejandra’s.
Mariano’s father worked picking strawberries in California. His wife and 10 children stayed
back in Mexico. Mariano described that when his father first left, it was difficult for him and his
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siblings. He joined his father in the United States and left his mother behind in Mexico at the
age of 16 to seek better work opportunities. Mariano remembered:

My dad, he was here with three other brothers. It was kind of like my turn to come over
and of course, I came illegally to the United States back in 1984 so, it was an ordeal. My
brother had a permit to actually cross the border legally as a visitor back at the time, but I
had to be separated from him. I was about 16 years old so you know, him leaving me
there with another cousin to cross the country illegally, with what we call the coyotes.

When Mariano first arrived in the United States he started working in strawberry fields
like his father. He attended high school in the United States, but decided to drop out and go to
learn about the automotive industry with an older brother. He took a few classes at the
community college level. He said:

I have always worked on automotive industry which is a little bit of mechanical work.
Fixing mechanical problems and the main thing I do, is auto body and paint which is one
of the classes I had taken in college.

Mariano first left home at the age of 23 when he got married to Alejandra. He has three
children. Two of them (a son and a daughter) were at the time attending the same four-year
research public higher education institution located approximately one hour from his home. His
son was then 23 years old and was majoring in business-marketing. His daughter was then 19
and had recently left home to major in math education.

Pablo

The interview with Pablo was done in English via phone. Pablo lived in Illinois at the
time the interview took place. He was born in the United States. His father was born in Puerto
Rico and his mother came from Mexico. Pablo grew up in a Puerto Rican neighborhood in
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Chicago. He recalled that he was poor, but everyone around him was too, so he did not feel
disadvantaged. His mother cleaned offices in a building in Chicago and his father was a building
engineer.
Pablo attended a high school that offered a television broadcasting training program. He
was a part of it for four years. Upon graduation, he completed an internship at a television
station and ended up being offered a job there. He took some college courses but decided not to
continue because he did not see it financially feasible. For the past 37 years, Pablo had worked
in broadcasting. He worked with one company for 25 years. He moved up and became the
assistant traffic manager for a radio station. He said:
If I would have wanted to go to college, I would have had to take massive loans…. I had
a son already and I was married. I was working in the field that I wanted to master in. I
wanted to get into broadcasting so when I started college, I was already working. I was
very, very fortunate and I have been broadcasting ever since. So, instead of education, it
became more about experience for me and hard work.
Pablo thought that he was lucky to get into the field without a college education and to
now have so many years of experience that could open professional doors for him. He believed
that the work ethic he learned from his parents helped him in his professional life. Pablo stated:

I have been in broadcasting 37 years, which is extremely rare. Now I am the traffic
manager of the largest radio station in Chicago. I am very fortunate. When there is an
opening in my department and I do the postings, people who have master’s degrees in
journalism apply because they are trying to break in and I do not have a degree
whatsoever, but I can work almost anywhere in the United States because of my
experience. So, I am very, very fortunate. It is because of the work ethic that my parents
had.
Pablo left his parents’ house at the age of 21 seeking to gain more independence. He
married approximately one year later and had four children. He divorced and later remarried his
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wife, who has two children. Pablo’s step-children both have graduated college. His step-son has
a bachelor’s degree in speech pathology and is currently pursuing a master’s degree. His stepdaughter also graduated with a bachelor’s degree in criminal psychology. Out of his four
children from his first marriage, one son went to military school and is currently attending a
community college. Another son graduated college with a degree in information technology.
One of his daughters graduated college three months prior to the interview with a degree in
liberal arts/photography, and the other daughter attended college for three years, but did not
graduate. He has a total of six children and all have attended college. Four of them graduated,
one was at the time attending community college, and a daughter went to college for three years,
but did not graduate.

Gabriel

The interview with Gabriel was done in Spanish via phone. At the time of the interview,
Gabriel lived in Illinois. He is a U.S. immigrant and grew up in rural Mexico. He grew up
helping his parents with farm related tasks, taking care of animals and crops. His father had a
small grocery store. Gabriel had 11 siblings. He received approximately a total of six months of
formal education when he was a child. His parents believed that education was for people from
the city. He remembered self-teaching himself to read and write:

Yo puedo decir de mi vida y de mi experiencia personal, que yo aprendí a leer y a
escribir cuidando animales, cuidando las vacas. Yo me ponía a veces este había unas
piedras lisas, así como planas. Es una piedra negra que incluso me parece que cuando
la trituran se hace cemento y entonces mientras estaba cuidando yo mis animales que
tenía a mi cargo, yo me buscaba una piedra y luego me buscaba una piedra chiquita que
pintaba blanco y ahí me ponía yo a escribir nombres y a aprender a sumar y a restar y
cosas así. Después me interesaba la lectura y cada periódico que llegaba a mis manos
yo lo leía. Entonces de esa forma fue como fui aprendiendo cosas. Aprendí de la vida a
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través de los libros, revistas de cómicos y fue que me interesé mucho por la lectura y es
de la forma que yo aprendí a leer. A leer bien y a escribir pues creo que más o menos.
Más o menos escribo bien. Talvez con algunas faltas de ortografía, pero más o menos a
como fue la vida, creo que estuvo bien.
I can say about my life and my personal experience that I learned to read and write by
myself while caring for animals, taking care of the cows. Yes, I sometimes would take a
flat smooth stone, is a black stone that I think when it gets crushed it becomes cement and
then while I was looking after my animals that I was in charge of, I would look for a
stone and then I would look for a small stone that painted in white and there, I would
write names and learn how to add and subtract and things like that. I was also interested
in reading and any newspaper that reached my hands, I read it. That is how I learned
about things. I learned about life through books, comics and that is how I became very
interested in reading and is the way I learned to read. To read well and to write so, so, I
more or less can write well. Maybe with some spelling mistakes, but that is how life was,
I think that it was ok.

Gabriel first came to the United States without knowing English at the age of 17 to look
for work opportunities. His daughter told him that if he would have had the opportunity to study
in college, he would have done very well in anything because he is a good learner. He said:

Como que las cosas se me dan fácil. No es difícil para mí aprender cosas. Incluso
hablar inglés. Aprendí nada más escuchando y en mi trabajo, conversando con la demás
gente. Mi trabajo aquí ha sido pues digamos que casi el 80% de todos los trabajos que
yo he tenido en los Estados Unidos han sido hablar inglés, hablar con personas que
hablan inglés. Entonces como que me vi forzado a aprender y a buscar la forma de
comunicarme con las demás personas.
Things are easy for me. It is not difficult for me to learn things. Even to speak English.
I learned by listening and in my job, talking with other people. My jobs here have been,
let’s say, that almost 80% of all the jobs I have had in the United States have been in
English. I have had to talk with people who speak English. I was forced to learn and to
find a way to communicate with other people.

Gabriel first worked in a restaurant washing dishes, then started to prepare salads.
Eventually he found a job working in a warehouse and the company paid for him to study
English for three or four months until it was determined that he was fluent enough to do his job.
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After approximately six years, he decided to go back to Mexico to visit his parents. It was then
that he got married and had four children. In hopes of finding better job opportunities, he
decided to return to the United States first by himself with the hope of bringing his family later.
He worked again in restaurants, then in a cookie factory. He then got a job driving a semi-truck
and that is what he does today. Once he became a citizen of the Unites States, he brought his
whole family legally to live here. Gabriel’s second child is his oldest daughter. She attended a
four-year public higher education institution close to home. She graduated with a degree in
elementary education and, at the time the interview took place, was pursuing a master’s degree in
education.

Javier

The interview with Javier was done face-to-face. It took place in his office at a hospital
in West Virginia and it was conducted in English. Javier lived in West Virginia at the time the
interview took place. He is a U.S. immigrant born in a coastal area of Peru. He remembered that
growing up they had enough food, but there were no luxuries. Javier’s parents did not complete
elementary school. They got married before the age of 18 and had nine children. Gabriel
remembered about his childhood:

I grew up in a lower middle-class neighborhood. My mother and my father had this big
house in the neighborhood. It was a huge house and we were nine kids, nine children,
three boys and six girls. There were two older sisters and I am the older boy. The house
was almost from street to street and there were like 30 rooms. So, we had a lot of
available rooms in there. My mom used to have room and board kids who usually were
my cousins and who lived in the country. Their parents lived in farms at a far distance,
an hour, two hours, three hours away. Our city was the center for education, so kids
would come and live with us during the school year. So, you can imagine lunch time or
dinner time with easily 30 people or more and of course, my mom ran a very tight ship so
everybody had duties.
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Javier first left his parents’ home at the age of 17 to study medicine in a bigger city in
Peru. Originally, he wanted to go to the capital of Peru to become a civil engineer, but that
would have been too difficult in such a large city without any family. His father was hesitant
about Javier leaving his hometown and at first opposed the plan of him leaving. He would have
preferred for Javier to become a teacher in their hometown. One of his older sisters was key in
supporting Javier financially during his eight years of medical school. He was admitted into a
medical program that had approximately 30,000 applicants and only 30 vacancies.
When he was a resident at a hospital, Javier took care of a patient who was an American
Fulbright scholar. She was temporarily working with Peruvian autistic children and was injured
during a school trip to the ocean. She had to go to the hospital where Javier was doing his
residency. They started dating and got married six months later. His wife had to return to the
United States first. Once he joined her in the United States, Javier remembers his struggle with
the English language:

I arrived here in Pittsburgh at the university and I passed the medical part, but I flunked
the English language test, so I was happy for passing the medical part, but it took me
about a year to pass the English language test through the TOEFL (Test of English as a
Foreign Language).

When it was time to pursue his specialization as a doctor, he was hoping to become an
orthopedic surgeon, but was told that they “don’t take foreigners in orthopedic surgery because it
is so in demand.” Because of that, he decided to go into pathology. Through his work, he
became friends with the chief of orthopedic pathology at the Massachusetts General Hospital in
Boston and he offered Javier a fellowship through the program at Harvard. He accepted it and
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was there for three years. For the last 27 years, Javier has worked as a pathologist at a hospital in
West Virginia. He was also a university professor at the time the interview took place. Javier
has three children. All of them have earned at least a bachelor’s degree. One daughter has a
master’s degree in physician assistant studies. One son has bachelor’s degrees in political
science, Spanish, and biology. He was at the time studying medicine in Mexico. One daughter
graduated with a bachelor’s degree in music-voice. She was at the time freelancing and applying
for graduate school.

Paula

The interview with Paula was done face-to-face. It took place in a coffee shop in West
Virginia and it was conducted in Spanish. Paula lived in the state of West Virginia at the time
the interview took place. She is a U.S. immigrant originally from Mexico. She has a sister who
is almost 20 years older than her, so she grew up as an only child in a rural part of Mexico. Her
parents owned a couple of businesses. One of the businesses was a small grocery store and the
other one a fruit store. Regarding her parents’ education Paula stated:
Mi mamá terminó hasta cuarto año. Para aquellos tiempos es bastante. Mi papá hizo
seis meses de primer año. Dice mi mamá que cuando se casaron, mi papá sabía sumar,
restar y multiplicar, pero no sabía dividir, entonces mi mamá le enseñó. Yo digo sabía
bastante si nada más fue 6 meses a primaria. Pero tenía mucha habilidad mental porque
cuando él estaba haciendo cuentas, yo tenía que sacar la calculadora. Le decía:
“déjame traer mi calculadora porque yo no puedo hacer cosas tan rápidas.”
My mother finished the fourth grade. It is a lot for her at times. My father completed six
months of first grade. My mom says that when they got married, my dad knew how to
add, subtract, and multiply, but did not know how to divide, so my mother taught him. I
think he knew a lot if he only went to elementary school for six months. But he had a lot
of mental ability because when he was doing numbers for the business; I had to take out
the calculator. I would say to him, "let me bring my calculator because I cannot do things
so fast."
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Paula’s father was an alcoholic. She remembered having to put serum in him so he could
get back on track. She said:

Yo veo personas no alcohólicas que toman y ya al día siguiente están bien. Mi papá era
de que tres, cuatro, o cinco días estaba nada más acostado y no podía hacer nada más.
Siempre era la rutina de que tenía que ponérsele suero para que pudiera otra vez
levantarse.
I see non-alcoholics who drink and the following day they are fine. My dad was three,
four, or five days lying down and could not do anything. It was always the routine that I
had to put serum in him so that he could stand up again.

In college, Paula wanted to study mechanical engineering, but her father opposed this
because he thought that a career in mechanical engineering was for men. She decided to pursue
a bachelor’s degree in chemical engineering, but realized that she preferred industrial
engineering, so her master’s and doctoral degrees are in industrial engineering. At some point,
Paula’s father physically abused her mother and she decided to separate from him. The problems
at home drove Paula to leave home two years before finishing her degree. She went to live with
a friend and her family. They provided Paula with a more stable environment.
She came to United States first to study English for a short period of time. She moved
permanently with her husband to pursue a graduate degree and has lived in this country for 32
and a half years. Although she has a doctoral degree in industrial engineering, she has not
practiced her profession in years because she decided to not work outside of the home and
instead to focus on taking care of her family. At the time the interview took place, Paula was the
owner of an on-line book sale business. She is married and has three children. Two of them
graduated from college. One is a doctor and the other one is an elementary school teacher. Her
third child was at the time pursuing a bachelor’s degree in sociology.
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Lucía

The interview with Lucia was done face-to-face. It took place in her house and it was
conducted in Spanish. Lucía and Rolando were married and their interviews were conducted at
the same time. Both participants answered each interview question. Lucía lived in West
Virginia at the time the interview took place. She is a U.S. immigrant born in Venezuela. She
first left her parents’ home after the age of 30 to move to the United States when she married her
husband who is also originally from Venezuela, but he had come to the United States years
before to pursue a higher education degree and eventually became a U.S. citizen. Lucía lived
with her parents while she attended college and became a registered nurse. Lucía described that
it was common for children to live with their parents until they got married. She said:

Así me crie yo. Por lo menos en Venezuela tú te ibas de la casa cuando te casabas. Si tú
no te casabas, tú vivías eternamente con tu mamá y tu papá. Y tú trabajabas, ayudabas
con los gastos de la casa, ayudabas a pagar la luz, el agua. Pero tú estabas en tu casa.
Tú te ibas de tu casa cuando te casabas. Entonces eso fue lo que yo aprendí.
That is the way I was raised. At least in Venezuela you left the house when you got
married. If you did not get married, you lived forever with your mother and father. And
you worked, helped with home-related expenses, helped to pay the electricity, water. But
you stayed at your home. You left your house when you got married. So, that is what I
learned.

Lucía recalled how, when she was 19 years old, her now husband was offered a college
scholarship in the United States. He proposed marriage so that they could both go, but she
thought she was too young to go so, she decided to stay:

Nosotros en aquel entonces éramos novios todavía y entonces a él le aplican la beca y a
él le dan la facilidad de si yo me caso con él le hacen una beca familiar. Pero yo en
aquel entonces tenía 19 años y yo le dije a él que no, que yo a esta edad no me iba a
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casar. Él se vino, yo me quedé en Venezuela, yo estudié, me gradué de enfermera
licenciada, hice mis estudios, mis cosas, y él se vino y duramos como que 11-12 años sin
saber el uno del otro. Él tuvo sus hijos, se casó, tuvo dos hijos, yo tuve mi hija y más
nunca volvimos a saber nada hasta después de 12 años que él de repente empezó a
buscarme de nuevo. Ya se había divorciado aquí. Y entonces comenzamos otra vez a
tratarnos, y como en dos años nos estábamos casando. Y ahí fue cuando me vine, me
traje a mi hija y en aquel entonces mi hija tenía como 12 años.
At that time, we were still dating and then he gets offered the scholarship and he had the
option that if we got married, he could obtain a family visa. But back then I was 19 years
old and I said to him that no, that at that age I would not marry. He came, and I stayed in
Venezuela, I studied, I graduated as a registered nurse, did my studies, my things, and he
came and for 11-12 years we did not know anything about each other. He had his
children, got married, had two children, I had my daughter and we never saw each other
again until 12 years later that he suddenly started to look for me again. He was already
divorced. And then we started to talk again, and in about two years we were married.
And that is when I came, I brought my daughter and then my daughter was 12 years old.

Although Lucía is a registered nurse, she has not practiced in the United States. She
decided not to work outside of the home. When she got married and moved to the United States,
she came with her 12-year-old daughter to live with her husband, her daughter, and two teenage
step-children. All her children had higher education degrees at the time the interview took place.
Her step-daughter is a chemist and bioanalyst. Her step-son is a doctor, and her youngest
daughter graduated from college with a degree in exercise physiology.

Rolando

The interview with Rolando was done face-to-face. It took place in his house and it was
conducted in Spanish. Rolando and Lucía were married and their interviews were conducted at
the same time. Both participants answered each interview question. Rolando lived in the state of
West Virginia when the interview took place. He is a U.S. immigrant born in Venezuela. His
parents did not finish elementary school because they had to work. He stated:
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Mi padre con orgullo lo digo, él hablaba cinco lenguas, que él aprendió solo. Él nunca
terminó la escuela primaria. Su papá se murió y él tuvo que salir por la familia. Él era
el mayor. Y mi mamá lo mismo, fue la hembra mayor de su familia y tuvo que salir de su
casa a trabajar.
My father, I say this with pride, he spoke five languages that he learned on his own. He
never finished elementary school. His father died and he had to take care of the family.
He was the oldest. And my mom the same, was the oldest woman in her family and had
to leave her home to work.
Rolando described his parents’ advice regarding education:
“Lo que les podemos dejar es la educación.” Y eso fue lo que hicieron. Tuve la
oportunidad de estar en la escuela privada con curas Jesuitas, y en escuela pública
cuando mi papá tuvo una falta que por cuestiones que pasaron perdió el trabajo y así fue
que terminamos los tres en escuela pública. Pero fue el valor que ellos nos dieron “oh
ustedes tienen educación, que es lo único que les podemos dejar. Y es lo único que nadie
les puede quitar a ustedes,” así fue como nos criaron a nosotros.
“What we can leave you is education.” And that is what they did. I had the opportunity
to be in private school with Jesuit priests, and in public school when my dad entered
economic hardship when he lost his job, and that is how the three of us ended up in
public school. But it was a value that they instilled in us “Oh you have education, that is
the only thing that we can leave to you. And it is the only thing that no one can take
away from you;” that is how they raised to us.

He first left home a year before earning a scholarship awarded by the Venezuelan
government to pursue higher education in the United States. He graduated from New England
University in Maine as a physical therapist. After graduation, he returned to Venezuela, which
was a condition of his scholarship. When he went back he was told he was over qualified to be a
physical therapist. He recalled what happened after he graduated:

Regresé a Venezuela a pagar mis respetos a la beca y cuando llego a Venezuela, me
dicen que yo estoy súper educado para ser fisioterapeuta. Que todavía yo tengo que
tomar unos cursos en la escuela médica. Entonces dije bueno, o me quedo en Venezuela
o me vengo a Estados Unidos donde en verdad ya me habían ofrecido trabajo y todo. La
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decisión fue fácil, me regresé aquí vale a trabajar y desde 1987, estoy trabajando aquí.
En verdad, este es el país en que tú todavía tienes la oportunidad de ser lo que tú
quieras. Para muestra, soy yo. Pero que tienes que trabajar, tienes que trabajar. Que
tienes que hacer sacrificios, tienes que hacer sacrificios.
I returned to Venezuela to pay my respects to the scholarship, and when I arrived to
Venezuela, I was told that I was overqualified to be physical therapist, that I should take
courses in medical school. Then I said ok, I can stay in Venezuela, or I can go back to
the United States where I had already been offered a job and everything. The decision
was easy, I came back here to work and since 1987, I have been working here. Really,
this is the country where you still have the opportunity to be what you want. I am an
example of that. But you have to work, you have to work. You have to make sacrifices,
you have to make sacrifices.

Rolando divorced and then married Lucía. Between the two of them, they have three
children. His three children had graduated from college at the time the interview took place. His
daughter is a chemist and bioanalyst. His son is a doctor, and his step-daughter had recently
graduated with a degree in exercise pathology.

Carolina

The interview with Carolina was done face-to-face. It took place in a coffee shop in
West Virginia and was conducted in Spanish. Carolina lived in Pennsylvania at the time the
interview took place. She is a U.S. immigrant born in Costa Rica. She grew up with her
grandmother and did not meet her mother until she was eight years old. She described the first
day she saw her mother:

La primera vez que yo vi a mi mamá, ella vino a tocar la puerta y yo vine a abrir la
puerta. Usted recuerda aquellas puertas que tienen una ventanita que uno abre y así uno
no tiene que abrir la puerta grande, por seguridad. Ella tocó la puerta y como no hay
teléfono ni nada, fue una cosa de tocar la puerta, no de anunciarse de otra manera. Mi
abuelita estaba durmiendo, entonces yo no le abrí la puerta, entonces fue que me dijo, …
porque yo no tenía fotos, no tenía reconocimiento de esa persona queriendo entrar.
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The first time that I saw my mom, she came to knock on the door and I came to open the
door. You remember those doors that have a small window that you open and that way
don’t have to open the whole door, for security. She knocked [on] the door and since
there was no phone or anything, it was a thing of knocking the door not announcing her
visit in any other way. My grandmother was sleeping, so I did not open the door. It was
then that she told me, … because I did not have any pictures, had no recognition of that
person wanting to enter.
Carolina’s mother had married an American who was in the military and wanted to take
Carolina to live with them. She first left Costa Rica at the age of eight. She did not know
English and recalled that her step-father paid for a tutor to come five days a week for one hour to
help her. When she first arrived in the United States, Carolina spent three years in a special
education class because there was no ESL available. She was the first person in her family to
attend college. She remembered:

En ese tiempo no había inglés como segunda lengua o algo. Como aquí que hay muchos
recursos ahora. En ese tiempo lo que hicieron fue ponerme en las clases para los
estudiantes que eran retrasados mentales o que tenían algún impedimento de
aprendizaje. Entonces yo estoy sentada ahí todo el día y yo estoy viendo que la gente
alrededor mía tiene, pues, uno se da cuenta. Entonces eso me hizo sentir, yo tengo que
probarles que yo no soy, y entonces mi meta era nunca sacar menos de una A, … y por
eso fue que yo decidí entrar en la universidad, porque tengo que probarles que yo puedo,
porque yo pasé como tres años en una clase así. Yo estaba estudiando y estaba
trabajando, yo a veces tenía dos o tres trabajos, porque yo me pagué la universidad y
después conseguí una beca académica. Y así fue como conseguí lo que tenía que pagar
en libros, así fue un poquito más relax.
At that time, there was no English as a second language or something. Now there are
many resources. At that time, what they did was to put me in the classes for the students
who were mentally disabled or who had a learning disability. So then, I am sitting there
all day and I am seeing that the people around me are, well, one realizes. That made me
feel like I had to prove [to] them that I am not, and then my goal was to never get less
than an A, … and that was the reason why I decided to enter the university, because I had
to prove them that I can, because I spent about three years in a class like that. I was
studying and working, I sometimes had two or three jobs because I paid the university
and then I got an academic scholarship and that is how I got what I needed to pay for
books, so it was a little more relaxed.
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Carolina had lived in the United States for 40 years at the time the interview took place.
She is a psychologist and a rehabilitation counselor for the deaf. She is remarried and has two
children. Both have graduated from college. Her daughter has a master’s degree and is a nurse
practitioner. Her son is a certified public accountant (CPA).

Summary

The participant profiles depict a few aspects of the diversity that exists within the Latino
ethnic group that resides in the United States. The participants had different educational
experiences and received different levels of parental support to pursue education. Their
proficiency in the English and Spanish languages varied. Through their backgrounds and
experiences, it is possible to see that Latinas/os can greatly differ from one another which brings
up their importance of not portraying them as a monolithic ethnic group.
The participants did share some commonalities. They all could trace their heritage to
Latin America, they all lived in the United States, and they all had at least one child who had left
home to attend college. In the next chapter, I will present findings related to the participants’
roles as generational bridge builders for both educational attainment and financial mobility
between their parents and their children.

CHAPTER 5
PARENTS AS GENERATIONAL BRIDGE BUILDERS

This chapter presents the first major theme that emerged from my data. It is that the
participants in this study had roles as generational bridge builders for educational attainment and
financial mobility between their parents and their children. The participants described their
backgrounds including that a majority of their parents received limited educations and that they
came from low socioeconomic backgrounds. The participants were able to build upon their
parents’ educational and financial accomplishments. Also, they were purposeful about making
sure their children would build upon their own accomplishments. All the participants had
children who were attending, or who had recently graduated from, college, which was a part of
the participant selection criteria.

Generational Bridge Builders for Educational Attainment
Gabriel said, “I think that we evolve. My grandfather thought differently than my dad,
my dad did not think that studying was so important. I do believe that it is very important.”
Gabriel’s quote exemplifies the shift in perspective regarding the value of education that
happened between him and his preceding family generations. While not all the participants’
parents had a low regard towards education, my research suggested that the participants in this
study all played a role as generational bridge builders for educational attainment between their
parents and their children. The participants’ parents’ level of formal education attained varied,
but a majority did not complete elementary school. Only Lucía’s parents earned college degrees
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(in Venezuela). The support the participants received from their parents to pursue education
varied from being told that education was not for them, to being told that pursuing an education
was the best decision they could make. All the participants were able to build upon their parents’
educational attainment. Out of the ten participants, five obtained college degrees (three of them
obtained post bachelor’s degrees), four obtained high school degrees (two of them obtained
certificates after that), and one received less than a year of formal education. The participants
were purposeful about making sure that their children attended college and had a role as
educational attainment bridge builders between family generations.
Struggles to access and succeed in education are prevalent in the Latina/o community in
the United States (Baum and Flores, 2011; Castillo et al., 2008; Ceja, 2006; Lopez, 2009;
Plantyet al., 2008; Rivas-Drake, 2011; Santiago, 2008; Snyder et al., 2008). While close to half
of Asian and African immigrants obtain a bachelor’s degree or higher, almost half of immigrants
from Latin America and the Caribbean have not obtained a high school degree and three quarters
of them have never attended college (Erisman & Looney, 2007). The fact that all the participants
in my study were able to build upon their parents’ educational attainment and were able to have a
role as generational bridge builders for educational attainment between their parents and their
children is important since the literature shows that Latinas/os face significant barriers to succeed
in education, and that parental levels of education can often predetermine the educational
attainment of their descendants (Baum & Flores, 2011; Erisman & Looney, 2007). A summary
of information related to educational attainment between the different generations is presented in
Table 2.
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Table 2
Educational Attainment Between Three Generations
Participant’s
Parents’ Educational
Attainment
Both completed
elementary school

Participant’s
Educational
Attainment
High school degree
Certified Nurse
Assistant
High school degree
Certified Nurse
Assistant

Participant’s
Children’s in Higher
Education
1 child at the time
attending college

Both did not complete
elementary school

High school degree

2 children at the time
attending college

2nd generation
American

Both did not complete
elementary school

High school degree

Gabriel

Immigrant

6 months of
interrupted formal
education

Javier

Immigrant

Both did not receive
formal education. His
mother could not read
or write. His father
self-taught himself to
read and write.
Both did not complete
elementary school

4 children graduated
college (one of them at
the time pursuing
masters’ degree).
1 child dropped out
college.
1 child at the time
attending community
college.
1 child graduated college
and at the time was
pursuing master’s degree

Paula

Immigrant

Both did not complete
elementary school

College degree +

Pseudonym

Background

Elena

2nd generation
American

Alejandra

Immigrant (1st
generation
American)

Both did not complete
elementary school

Mariano

Immigrant

Pablo

College degree +

2 children at the time
attending college

3 children graduated
college. One of them
earned her masters’
degree. One of them
was at the time pursuing
medical school. The
third one was applying
for graduate school at
the time.
2 children graduated
college and earned
graduate degrees. One
of them graduated from
medical school.
1childat the time
attending college.

(Continued on following page)
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Table 2 (continued)
• Participant’s
Parents’
Educational
Attainment
Both completed
college

Participant’s
Educational
Attainment

Participant’s
Children’s in Higher
Education

College degree

3 children graduated
college. One of them
graduated from medical
school.

Immigrant

Both did not complete
elementary school

College degree

3 children graduated
college. One of them
graduated from medical
school.

Immigrant

Both completed high
school

College degree +

2 children graduated
college and both had
master’s degrees.

Pseudonym

Background

Lucia

Immigrant

Rolando

Carolina

Participant Parents’ Educational Accomplishments and Perceptions of the Value of Education
As noted in Table 2, a majority of the participants’ parents did not complete elementary
school. The participants’ parents’ perceptions of the value of education varied. Some did not
think that education was important and others highly valued it. For example, Gabriel’s parents
did not think that their children needed a formal education. His parents did not receive any
formal education. His mother could not read or write. His father taught himself to read and
write so he could write letters to his wife when he worked as a bracero (a Mexican agricultural
worker who would come to the United States for short periods of time to work in the fields).
Gabriel remembered that his mother needed to find someone to read her husband’s letters to her.
Gabriel only received approximately a total of six months of interrupted formal education when
he was a child. He stated:
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Yo fui a la escuela no sé, tal vez unos seis meses en total pues porque esos eran otros
tiempos y pues vivíamos en un área rural entonces no había tantas escuelas y aparte de
eso, como que mis papás y mis abuelos tenían otra mentalidad diferente, tenían otra idea
diferente acerca de la educación. Como que ellos pensaban que la educación era para
las gentes de las ciudades, para la gente que vivía económicamente bien, y nosotros lo
que teníamos era que aprender a trabajar. Nosotros ser trabajadores, saber trabajar.
I went to school, I do not know, perhaps about six months in total because those were
other times, and we lived in a rural area so, there were not many schools, and apart from
that, my parents and my grandparents had a different mentality, they had a different idea
about education. They thought that education was for the people who lived in cities, for
the people who lived well economically, and what we had to do was to learn to work, for
us, to be workers, to know how to work.
Gabriel’s parents believed that education was for people from the city and not for people
from the country where he grew up. They put emphasis on teaching Gabriel to be a good
worker. Alejandra’s parents’ thoughts on education were different. They had the expectation
that she would graduate from high school, but were minimally involved in her education.
Alejandra said:

In high school, it was hard because going back home in that little apartment you know,
we didn’t have a place to do homework. My parents, I mean, they would send us to
school, but looking back, I don’t think that they ever asked, you know, like, “Do you
have a test tomorrow?” or you know, show any interest in my education; but I know it
was because their focus was to feed us, provide for us. I mean, I finished up. I wanted to
go to school, but I did not have that motivation from my parents. I don’t think I had that
“little push” you know. I mean, nobody showed up to my [high school] graduation,
which I understand that they didn’t know English, but they just never had that interest for
what was going on, and as Hispanic parents, I think that is one of the things that parents
focus on, providing for us. But they forget about that education part.
Alejandra attributed her parents’ lack of involvement in her education to their time being
consumed by having to find ways to provide basic needs for themselves and their seven children.
Also, she thought that language barriers got in the way of their involvement. Alejandra’s
parents’ involvement in her education was limited to expecting her to graduate high school and
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she recognized that ideally, she would have received more encouragement to continue studying
from them. Paula’s parents did think it was important for Paula to pursue an education. They
saw education as the best investment they could make for Paula. It was not only important that
she had money, but that she had the knowledge to administer it wisely. She remembered her
father’s words about education:
“La mejor inversión que los padres de familia pueden hacer es darles una buena
educación a los hijos.” Eso era lo que siempre se me quedó en la cabeza y fue lo que mi
esposo y yo siempre también inculcamos y que estuvimos de acuerdo que lo mejor que
podíamos darles a los hijos era una buena educación. Porque por ejemplo, mi papá
decía y ponía ejemplos de familias que habían tenido mucho dinero y que si no sabían
cuidarlo y todo eso, entonces al rato ya estaban en banca rota y si no tenía educación,
pues se quedaban en banca rota. Gente que adquiere dinero por herencias pero que
nunca tuvo una formación, luego se quedan en la nada y así se quedan.
"The best investment that parents can make is to provide a good education for their
children." That is what always stayed in my head and what my husband and I always
instilled, and we agreed that the best that we could provide to our children was a good
education. Because, for example, my dad said and put examples of families who had a
lot of money and if they did not know to [take] care of it and all that, then after a while
they would be broke and if they had no education, they would stay broke. People who
acquire money by inheritance, but who never had a training and they are left with nothing
and remain that way.

Paula, who ended up obtaining a doctoral degree in engineering, believed that her father
had given her wise advice by saying that “the best investment parents can make for their children
is to provide a good education” for them. She agreed with his words, which she then passed on
to her own children. Rolando’s parents did not have the opportunity to complete elementary
school. Rolando’s father had to quit school when he became the provider for his mother and
siblings after his father passed away. Rolando’s mother was the eldest daughter of the family,
which meant she was expected to work early on. Although their educational opportunities were
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limited, they recognized the value of pursuing an education and they highly encouraged their
children to study. Rolando said:

Mi papá nunca terminó el sexto grado, mi mamá te lee como a nivel de un muchacho de
tercer grado, pero entre ellos dos lo único que nos dijeron a los cinco fue “usted tiene
que estudiar. La única condición que les pongo acá es que ustedes estudien.” Y siempre
fue la ideología, la doctrina que nos metieron a nosotros. “Ustedes tienen que estudiar.”
Uno se ha dado cuenta, entre amistades de la familia que en verdad y como mi propio
padre, que tienen la inteligencia y saben hacer las cosas, pero no tienen un papelito y un
diploma que diga que lo tienes. Entonces te manejan, te hacen como les da la gana.
My dad never finished sixth grade. My mom reads at the level of a third grader, but
between the two of them the only thing that they said to the five of us was “you have to
study. The only rule that I will give is that you study.” And that was always the ideology,
the doctrine that got to us. “You have to study.” I have noticed some friends of the
family and even my father, they have the intelligence and knowledge to do things, but do
not have the piece of paper, a degree that demonstrates that you know them. Then they
handle you however they want.
Rolando’s parents highly encouraged him to study, but Rolando also recognized that
although his father had well-developed abilities, not having degrees prevented him to take
advantage of opportunities he could have succeeded at. This also drove Rolando to continue
pursuing education. Javier’s parents, like most of the other participants’ parents, did not
complete elementary school. They lived in Peru their whole lives, had married before the age of
18, and had nine children. Javier’s father had aspirations for Javier to have a college education,
but he wanted Javier to become an educator in their home town. At first, he was opposed to
Javier leaving their hometown to go study medicine at a larger city, even though Javier was
accepted into a very competitive medicine program in Peru that accepted 30 people out of 30,000
applicants. Javier’s mother took care of the children and was key in making sure that her
children all studied. Like Paula’s parents, Javier’s mother thought there was more value in
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having an education than in having material possessions. Javier recalled his mother’s high value
for education:

My mom was more visionary. She was always looking for ways to make sure that the
kids studied. That was the thing, because she believed in education. I do not know if it
was her frustration that she was never able to pursue her education, but she wanted to
make sure that all of the nine kids had a chance for education as far as we could go. Of
course, she took care of us. She said, “when I die, I am not going to leave you
possessions.” Because she believed that material things can vanish and she would say
this: “later on when you marry, brothers and sisters start to fight for them and it is not
that you don’t like each other, is because your spouses made you think differently. So,
forget about possessions, the only thing I am going to leave you is education. That is it.
Nobody can take that thing away from you.” And looking back, she was a pretty bright
woman, with not much education that she got.

Erisman and Looney (2007) found that Asian and White immigrants pursuing
undergraduate degrees tended to have parents with more education and higher incomes than
Latina/o immigrants pursuing higher education degrees. Hernandez, Denton, and Macartney
(2009) explained using data from Census 2000 that while approximately 50 to 80% of fathers
born in Africa, Bangladesh, Hong Kong, India, Iran, Japan, Korea, Pakistan, and Taiwan had
graduated from college, only an approximate 4 to 10% of fathers born in Cambodia, the
Caribbean, Laos, and Mexico had graduated from college. The experiences of the participants in
my study are congruent with the literature just presented because a majority of their parents had
received limited formal education. A majority of their parents had not completed elementary
school. Lucía was the only participant whose parents had college degrees. The participants’
parents had differing opinions about education. Some did not think that education was for their
children and others thought that pursuing education was the best decision the participants could
make for themselves. Some of the parents did not expect their children to receive formal
educations, others expected them to graduate high school, others expected them to pursue higher
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education, but some of them had a strong opinion of where and what their children (the
participants) should study. The participants’ educational accomplishments and their
contributions towards their children’s educational attainment are presented next.
Participants’ Educational Accomplishments and Contributions Towards their Children’s
Educational Attainment

All the participants in this study were able to build upon the educational
accomplishments of their parents. Half of them were able to obtain higher education degrees.
As Baum and Flores (2011) stated, higher education completion rates tend to be lower for
students from low socioeconomic backgrounds and for students whose parents do not have
experience in higher education. These participants were able to overcome educational barriers
and all of them placed a high value on education. They aimed to transmit this high value on
education to their children. For example, even though Gabriel did not have the opportunity to
attend school and his parents did not think that it was important for him to receive a formal
education, Gabriel developed a strong appreciation for education, which he aimed to transmit to
his children. Gabriel wanted his children to be able to have the opportunity to pursue education.
He explained that one of the strategies they applied to make sure their children were getting a
good education was having one parent not work outside of home in order to have a strong
presence in their children’s lives; even if it meant having a lower income. Gabriel stated:

[Mi esposa] se quedó en la casa pues a atender a mis hijos y a mí, y ya me dediqué yo
nada más a trabajar. Es lo que hicimos y pensamos que era, si podíamos hacerlo;
pensábamos que era una buena idea que ella se quedara en la casa porque estaba al
pendiente de los hijos. Porque a veces hemos visto que los hijos cuando los dos trabajan,
a veces no nos damos cuenta de que es lo que está pasando con nuestros hijos. Hemos
vivido un poco más ajustados económicamente, pero hemos estado más pendiente de los
hijos, de que estén bien, de que si llegan a casa cuando salen de la escuela y procurando
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que estén haciendo sus tareas y que no estén ahí como pasa con algunos niños cuando
salen de la escuela y los papás no saben a qué hora llegan. Y miramos, muchas veces
hemos visto que un niño que todavía no se puede valer por sí mismo ya está a cargo de
otros niños, de otros hermanitos más chicos. Entonces vemos como que es difícil. Y
nosotros pensamos que sería más mejor así.
[My wife] stayed at home to take care of the children and myself. I devoted myself to
working. That is what we did and we thought it was, if we could do it, we thought it was
a good idea that she stayed home because she could better focus on the children; because
sometimes we have seen children with two parents who work, and they do not realize
what is going on with their children. We have lived a little more adjusted economically,
but we have been more attentive to our children, making sure that they are doing well,
knowing when they come home after school, and ensuring that they are doing their tasks,
and that they are not there, as it happens with some children; when they leave the school,
and parents do not know at what time they arrive. We have seen, many times we have
seen that a child who cannot take care of themselves is already in charge of other
children, of other younger siblings. It is difficult, and we thought it would be better that
way.
Gabriel and his wife’s decision to give up possible income in order to have a stronger
presence in their children’s lives was driven by the high value they gave to their children’s
education. They wanted to support their children in their pursuit of education. Gabriel
compared their decision to have less income to other cases he witnessed where the older children
assumed a parental role because the parents worked. He believed their approach was better for
their family. Hallmark Kerr et al. (2003) studied Latino youth ages 14-19 and found that
increased familial connectedness and parental monitoring helped these students have fewer
behavioral problems such as binge drinking, marijuana and other drug use, and gang related
behavior. Similarly, Esparza and Sánchez (2008) found that when high school students feel
close ties with their family (familism), they tend to have better attendance and put more effort in
school. These studies do not suggest that a parent should not work outside of home in order to
have a strong presence in their children’s lives. However, they do suggest that when parents
have a strong presence in their children’s lives, their behavior and academic performance tend to
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be better. Having one parent stay at home was the strategy that Gabriel and his wife utilized to
have a strong presence in their children’s lives. Gabriel’s daughter was pursuing her master’s
degree in education at the time the interview took place. Gabriel was aware of his role as
generational bridge builder for educational attainment between his parents and his children. He
recalled telling his daughter:
Creo que ya para tus hijos no va a ser una opción ir a la universidad o no. Porque
pienso que vamos evolucionando. Mi abuelo pensaba diferente que mi papá, mi papá no
pensaba que el estudio fuera tan importante. Yo sí creo que es muy importante, y tú ya
creo que ya por naturaleza vas a pensar que se van a educar tus hijos. Entonces ahora
para mis hijas las más chicas, ellas dominan el inglés perfectamente, por lo tanto, creo
que debe de ser más fácil para ellas.
I think already for your children it will not be a choice to go to college or not. Because I
think that we evolve. My grandfather thought differently than my dad. My dad did not
think that studying was so important. I do believe that it is very important, and you, I
think that by nature you will think that your children will be educated. Now, for the
younger daughters, they are proficient in the English language therefore, I think it should
be easier for them.

Gabriel set the expectation that his children should continue to assume the role of
generational bridge builders for educational attainment. He thought that educational attainment
would be easier for the younger generations because they are fluent in English, which he
believed would put them in a position of advantage.
Paula stated that at the beginning she wanted to study mechanical engineering in college,
but her father opposed this because he thought that mechanical engineering was a career for men
only. Paula then decided to pursue a bachelor’s degree in chemical engineering and later
realized that she preferred industrial engineering, so she ended up obtaining degrees in both
chemical and industrial engineering. Paula continued with her studies and obtained a doctoral
degree in industrial engineering. When it came time to parent her own children, Paula and her
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husband decided that they wanted one parent to stay at home to have a stronger presence in their
children’s lives just like Gabriel and his wife. Paula, who had a doctoral degree, made the
decision to not work outside of her home and focus on her children. Paula said:
Mucha gente me ha criticado cuando me preguntan “¿Qué estudiaste?” Yo digo, “Mira
tengo un doctorado en ingeniería industrial, pero desde 1992 dejé mi trabajo y estoy en
casa, me he dedicado a los hijos.” Los hijos ya nos los tengo en casa, pero cuando los
tenía yo seguía aplicando la ingeniería industrial porque el propósito de ingeniería
industrial es minimizar costos y maximizar ganancias. Entonces yo lo seguía. Yo decía,
“aquí tengo que aplicar.” También hay programación, de cómo programar todo.
Maximizar el tiempo y las actividades que los hijos querían hacer.
A lot of people have criticized me when they ask "What did you study?" I say, "Look I
have a doctoral degree in industrial engineering, but since 1992 I quit my job and I am at
home. I have been dedicated to my children.” I no longer have the children at home, but
when I had them, I was still applying industrial engineering because the purpose of
industrial engineering is to minimize costs and maximize profits. So, I followed that. I
would say, “Here I have to apply.” There is also programming, about how to schedule
everything, maximize time and activities that the children wanted to do.

Although Paula did not work outside of the home, she believed that she still applied her
industrial engineering knowledge to her parenting. Two of Paula’s children ended up earning
degrees from Harvard University, Stanford University, and the University of Houston. Her
oldest child became a pediatrician. Her second child became an economist and a teacher. Her
youngest child was pursuing a degree in sociology at Rice University at the time the interview
took place. Based on Paula’s experiences, she played a role as a generational bridge builder
between her parents who did not complete elementary school and her children who obtained
degrees from some of the most prestigious universities in the United States. Some of her
strategies to help her children succeed in education included to not work outside of home, to
apply her industrial engineering knowledge to her parenting, and to have a strong presence in her
children’s lives.
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Alejandra’s parents set the expectation that she graduate from high school. After
graduating from high school, Alejandra became a certified nursing assistant (CNA). She built
upon her parents’ educational experiences/opportunities and surpassed their expectations for
academic attainment. Alejandra and her husband set higher expectations for their children’s
academic attainment. They expected their children to attend and graduate college. She stated:
We always told them even before they started high school that college was not an option;
it was a must. There was never any “if I am going to attend,” it was “when am I going to
attend.” Even for my oldest son, he went to community college before he went to the
military, so it was never, we never used the word “if.” We always pushed them that this
is the next step in life. As a youngster, I think you have the ability, and if they have the
open door to move on, I think that is the best thing that you can do. Not just to study, but
to put 100% to whatever you do; and I guess that is what we always tell them you know.

Alejandra served as a generational bridge builder for educational attainment between her
parents and her children by setting higher expectations and aspirations for her children than the
ones she received from her parents. She told her children that “college was not an option, it was
a must.” Studies suggest that parents play an important role in their children’s decision to pursue
higher education (Borrero, 2011; Ceja, 2006; Talavera-Bustillos, 1998; Zalaquett, 2005; Zarate
& Gallimore, 2005). Zarate and Gallimore (2005) found that children of parents with higher
expectations and aspirations were more likely to enroll in college. At the time the interview took
place, Alejandra had both a daughter and a son attending college. Her daughter was pursuing a
career in math education and her son was pursuing a career in business administration.
Rolando’s parents placed a high value in education. Rolando met his parents’
expectations/aspirations of pursuing an education. He was awarded a scholarship by the
Venezuelan government to pursue higher education in the United States. He graduated from
New England University in Maine with a bachelor of science in physical therapy and later made
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the United States his permanent home. When he had his own children, Rolando made the
decision to enroll his children in a private Catholic school because he believed that at a Catholic
school they would learn time management and self-discipline early on. Rolando stated:

Yo puse dos hijos míos en la escuela privada. En una escuela católica. Yo creí que la
educación y la disciplina de ir a una escuela privada católica les iba a ayudar a ellos a
mejorar, a tener la disciplina de estudiar, y de ser mejor. Cuando fueron a la escuela
pública, ya ellos tenían la disciplina. Tenían la formación de cómo comportarse con sus
maestros, con sus compañeros de la escuela, y como hacer las tareas; eso les ayudó mucho.
I enrolled two of my children in private school, in a Catholic school. I believed that the
education and discipline they would get from attending a private Catholic school would help
them improve, to have the discipline to study, and to be better. When they went to the public
school, they already had the discipline and knew how to behave with their teachers, with
their colleagues in the school, and how to do homework; that helped them a lot.

Rolando, like his parents, placed a high value in education and was purposeful about
helping his children succeed in it. His perspective was that enrolling his children in a private
Catholic school at a young age would help them develop self-discipline. Contreras (2016)
explored college readiness levels and transition-to-college rates of Latinas/os who attend
Catholic high schools. Contreras found that Latinas/os who attend Catholic high schools tend to
have higher graduation rates and higher college enrollment rates than students who do not attend
Catholic high schools. Rolando’s children did not graduate from a Catholic high school. They
eventually attended public schools due to the high cost of a private Catholic education.
However, Rolando believes that the foundation they built through their Catholic education gave
his children important tools to succeed academically. Lucía, Javier, and Carolina also enrolled
their children in Catholic school at one point or another. At the time the interview took place,
Rolando’s eldest daughter had earned degrees in chemistry and bioanalysis; his son was a doctor,
and his younger daughter had recently graduated with a degree in exercise physiology. Based on
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his experiences, Rolando also served as a generational bridge builder for educational attainment
between his parents, who did not complete elementary school, and his children, who all
graduated college and two of them had attained post bachelor’s degrees.
Javier inherited his high regard for education from his mother. He graduated from
medical school and completed a fellowship at Harvard University as a pathologist, even though
his parents had not completed elementary school. He expected his three children to also pursue
higher education. Just like Gabriel, Javier remembered believing that it should be easier for his
children to succeed academically than it was for him, since his children were born in the United
States, had attended school in the country all their lives, and spoke better English than he. He
described getting into an argument with his wife for expecting his eldest daughter to attend
Harvard. Javier said:

Sometimes when you come from other countries as an immigrant, you have all the tools
you need to succeed. Like in my case, you know, I succeeded, even though my
predecessors didn’t. But I succeeded and made it all the way to Harvard. This is unreal
you know. So, I said, if these kids have all the tools I had, plus they speak better English
than me, they can go to Harvard or any other better school than Harvard. So, when my
first daughter was applying to college, I said “You have to go to Harvard, nothing else,
Harvard. I went to Harvard, you have to go to Harvard. You speak better English than
me. You are an American, you know all the things.” I don’t know how my daughter was
taking the message to the point that one day, my wife got so mad at me and said: “you
shut up, if I hear you again mentioning that she has to go to Harvard, I am going to get to
upset at you.”
Javier’s children did not graduate from Harvard, but they all have college degrees. His
older daughter graduated with a master’s degree in physician assistant studies. His younger
daughter obtained a degree in music performance and was applying for graduate school at the
time the interview took place. His son has two bachelor’s degrees and was studying medicine at
the time the interview took place. Javier, like the other participants in this study, had a role as a
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generational bridge builder between parents who did not have the opportunity to complete
elementary school and his three children who all had obtained college degrees.
All the participants in this study were able to build upon their parents’ educational
attainment. Also, they all were supporters of their children pursuing higher education and set
high expectations for their children’s educational attainment. The participants took diverse
purposeful measures to ensure that their children received a good education. They seemed to
have a strong investment in, or appreciation of, the importance of education, even though a
majority of the participants were raised in households where their parents had not completed
elementary school. In 2012, approximately 14.5% of Latinas/os ages 25 and older had attained a
bachelor’s degree in comparison to 21.2% of Blacks, 34.5% of Whites, and 51% of Asians of the
same age (Lopez & Fry, 2013). Also in 2012, 4% of all Hispanics had attained post bachelor’s
degrees in comparison to 12.5% of non-Hispanic Whites (Hispanic Association of Colleges and
Universities, 2013). Since statistics show that Latinas/os tend to have lower levels of educational
attainment, it is interesting to learn the stories of people who have been able to overcome the
barriers found on the way.

Generational Bridge Builders for Financial Mobility
Alejandra said, “I see my kids in 15 years hopefully walking in their dreams. I see them
with a better future.” Alejandra’s quote portrays her belief in the American Dream and her hopes
that her children will be able to achieve social and financial mobility. As mentioned in the
previous section, Alejandra placed a high value on education. She saw higher education as the
pathway that would allow her children to one day walk in their dreams and have a better future.
According to Baum and Flores (2011), obtaining a higher education degree increases the chances
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to experience economic and social mobility. Erisman and Looney (2007) stated that in today’s
economy it is vital to have a college education in order to experience career advancement. This
did not use to be the case for earlier immigrant generations from a century ago. Back then, it
was easier “to start at the bottom of the occupational ladder and see their children gradually
climb up; the middle of the ladder is largely missing now (Baum & Flores, 2011, p. 185).
My research suggested that the participants in this study aimed to play roles as
generational bridge builders for financial mobility between their parents and their children. Most
of the participants grew up with limited financial resources. Although not all of them lived in the
United States, the participants described that many of their parents earned a living through
physical labor and/or low paying jobs that paid enough to provide basic needs, such as food and
a place to live. All the participants were able to experience financial mobility. The participants
also very much wanted their children to be fully engaged in society and to continue this financial
mobility. The participants placed a high value on education and believed that education was the
key to achieve financial mobility. They wanted their children to achieve mobility on their own.
They all embraced some version of the American Dream.

Growing Up with Limited Financial Resources

A majority of the participants described memories of growing up with limited financial
resources. This is not unusual for Latinas/os. Brown and Patten (2012) stated that in 2012,
25.4% of Hispanics lived in poverty in comparison to 11% of Whites, 27.9 % of Blacks and 13%
of Asians. Also in 2012, Hispanics were the lowest paid group in the work force (Brown &
Patten, 2012). These statistics show that Latinas/os tend to experience financial disadvantage
when compared to people from other ethnic groups. Mariano described memories of growing up
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with limited financial resources. His father first left their home in Mexico to enter the United
States undocumented and worked a physically demanding job picking up strawberries in
California. Mariano stated:

My dad was here working in the United States, you know, and trying to feed 10 mouths.
It was really a sorrowful experience for him to have to leave the family and then us go to
school. That was his [motivation] to go to work every day in the fields. You know, what
he was doing and whatever environments at the time, whether rainy, whether cold. I
guess I didn’t see that back then you know, when I was younger, I didn’t appreciate the
opportunity that was given to me to go to school in Mexico…. My dad was trying to
instill in me that this is what you are going to have to do for the rest of your life if you
don’t study, if you don’t go to school. “You can go to the fields, be on your back 10
hours, 12 hours a day, come back with a small paycheck and, then, at the end of the day,
you are going to go back and do the same thing the next day. So, this is going to be what
it is going to be like for you if you don’t go to school.”
Mariano’s father left his home country, left his family behind, and entered the United
States undocumented in order to get a low-paying, physically demanding job. However, this job
paid better than anything he could have done back in Mexico. His motive behind these difficult
decisions was to be able to provide more for his family. Alejandra’s father also left his family
behind in Mexico and entered the United States undocumented to search for better opportunities.
When Alejandra was finally able to join her father in the United States at the age of eight, she
remembered that financial resources were limited. She said:
We were very poor. The way [my mother] made it for us, it didn’t seem like that; but
looking back, I know that she had it really hard trying to feed us. We lived in a really
small apartment, like really small, seven of us living in a one-bedroom apartment, so it
was tough, but we were happy. That’s a family.

Seven people sharing a one-bedroom apartment had to be challenging. Alejandra
remembered that it was difficult to do homework in such a small space. Pablo, unlike Mariano
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and Alejandra, was born in the United States. His parents however, also worked physically
demanding jobs. Although Pablo grew up with limited financial resources, he does not
remember feeling poor when he was a child because everyone around him lived in a similar
situation. Pablo described it:
Growing up, it was relatively, it wasn’t bad at all to be honest with you. I mean, I grew
up poor, but everyone in the neighborhood was poor. So, it was not like I felt that I was
disadvantaged in any way. I lived in a Hispanic neighborhood. It was Puerto Rican, so I
mean, normal upbringing except that you know, things were a little tight…. My parents,
they worked hard. My mom cleaned offices and my dad was a building engineer.

Pablo became aware of how difficult it was for his parents to make a living when he got
older. However, when he was a child, he only noticed that “things were a little tight.” Unlike
Pablo, Javier was born and grew up abroad, but his upbringing in Peru was also modest. He
remembered only having one pair of shoes and having to make sure that it lasted the whole year.
Talking about his childhood Javier recalled:

I grew up in this city and I would say, lower, middle-class neighborhood…. There was
food on the table, not so much clothing. Many times, we would have one pair of shoes
for the whole year and you made sure you would make it last for a whole year because
you only had one chance for shoes. But food, it was there, and education.

Although the participants represented different immigrant generations and experiences
(one of them was born in the United States, one came to the United States as a child, one as a
teenager, and one after he had a university degree from Peru), they all described the experience
of growing up in a low socioeconomic environment. The childhood memories described by
Javier, Mariano, Alejandra, and Pablo are in congruence with the literature that stated that it is
not uncommon for Latinas/os to experience financial difficulties.
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Personal Experiences with Achieving Financial Mobility
The participants were able to build upon their parents’ experiences and opportunities and
all of them experienced financial mobility, which is particularly difficult for Latinas/os.
Wellman (1983) pointed out the uneven distribution of opportunity that exists in our society that
results in some people having more access to resources and support to obtain opportunities than
others. Hispanics and Blacks face economic disadvantage when compared to Whites and Asians
(Erisman & Looney, 2007). The participants in my study, regardless of their upbringings and the
barriers they encountered, were able to achieve more financial success than their parents. Some
of them achieved more financial mobility than others, but all of them experienced it to some
extent. Most of them had a positive view about the opportunity to experience financial mobility
in the United States. For example, Mariano’s father worked picking up strawberries and
Mariano was able to open his own business in the automotive industry. Alejandra and Mariano
were married and Alejandra described the pride she felt that she and Mariano were able to build
a better future for themselves. Alejandra said:

We are in a land of opportunities. I mean, we are an example of that I think, us being
Hispanic, coming illegally both of us, and thank God for the opportunities that we got
here. Like Mariano says, he has his own small business with a lack of education we can
say. Him dreaming that he wanted to be his own boss, he made it and I think that’s a
very good example for our own kids that they see that anything is possible.

Alejandra bought the idea of the American Dream. She felt proud that she and her
husband were able to experience it. Pablo was also able to achieve financial mobility. Pablo’s
father was a building engineer and his mother cleaned offices. Pablo was able to get into the
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broadcasting industry, where he had been working for over 37 years at the time the interview
took place. Pablo felt fortunate about his accomplishments and stated:

So, I am very, very fortunate. It is because of the work ethic that my parents had. My
mom and my dad, neither one of them drove, and yet, they both would go to work. I
don’t know if you are familiar with Chicago. There is a very nice building called the
Prudential Building. It overlooks Millennium Park, which is a big park in town, very
beautiful. There are big trees. My mom used to clean offices in that building where I
currently work and have my own office now.
Pablo was able to experience financial mobility and he believed that the work ethic that
he learned through his parents’ examples helped him achieve it. For him, the fact that his office
was located in the same building that his mother used to clean was a powerful symbol of how far
he had come. It represents the struggle and hard work of the earlier generations and the
betterment/financial mobility experienced by the later ones.
Javier was able to achieve significant financial mobility after he became a doctor.
However, he remembered that it was a challenging process to get there, and that at times it got
more difficult before it got easier. Javier described:

I had three children. The first two came at a time when they were not perfect times.
They came at a time when I was trying to get my license so I didn’t have a job. So, my
wife became pregnant immediately when we got here in the States. It was a very rocky
situation. My wife is from Clarksburg [West Virginia] and we ended up there for a
while, before we came to Charleston to get a job there at the Rehab Center. But when we
were in Clarksburg, it was around Christmas time, and of course I didn’t have a job. I
was studying to take the test for foreign doctors when relatives of my wife; they came
home to deliver food, the Christmas tree, a TV that we didn’t have, so I told my wife,
“your relatives, they are nice, they are awesome you know” and then she told me “no, it
is because they think we are dead poor!” which was true. It was true you know. We had
this old black and white TV with a coat hanger for the antenna, but it was a gift from one
of them. It was wonderful.

Javier experienced economic hardship while growing up and during his first years of
marriage. His life significantly changed due to his economically rewarding profession. By the
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time the interview took place, he remembered those financial struggles as an important part of
his journey and described them with a smile on his face. Javier, however, wanted to make sure
that his children did not go through the same hardships he went through. Javier explained:

I have a profession that is very rewarding economically and that has made things a lot
easier to accomplish in this country… I never grew up with a lot of good things, or a lot
of things. When I went to college I barely had a pair of jeans and a couple of t-shirts.
That was it. But sometimes I don’t want my kids to go through the same thing. So, I buy
of course not 20 jeans, but sometimes I say “a couple or three jeans,” so kind of in the
middle.

Javier got to experience significant financial mobility. He wanted to make sure that his
children had more than what he had while growing up and valued the opportunity of being able
to provide for them. Even though Gabriel is the participant with the least amount of formal
education, he also was able to experience financial mobility and to achieve his own version of
the American Dream. His path to experiencing mobility was long. He grew up helping his
family take care of a farm in Mexico. When he first arrived to the United States he worked in a
restaurant washing dishes, then was promoted to prepare salads. He progressed to better jobs
and, eventually, found the job that he was doing at the time the interview took place. He was a
semi-truck driver, which allowed him to experience financial mobility. Gabriel said:

Me fui de la casa de mis papás cuando yo tenía diecisiete años y la razón por la que me
fui de mi casa es porque yo ya tenía interés en buscar un futuro mejor. Buscar algo
mejor. Porque lo que hacía, como que yo no miraba un futuro. Y entonces tuve la
necesidad de salir poquito antes de los diecisiete años y fue que fui a la capital de
México por talvez unos seis meses o más o menos. Seis-ocho meses fui en busca de
trabajo, pero como todavía estaba chico y todavía no conocía la ciudad, pues entonces
era un poco difícil. Y trabaje ahí en lo que pude unos meses y dije “no era lo que yo
andaba buscando” y me regrese a casa de mis papás por unos tres-cuatro meses más y
emigré a Estados Unidos. Vine a los Estado Unidos y ya llegué aquí, y empecé a
trabajar en restaurantes, en bodegas pues en lo que iba encontrando. . . . Cuando vine la
primera vez, trabajé en un restaurante lavando platos, y después ya empecé a preparar
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ensaladas. Después ya conseguí trabajo en una compañía que hacía muebles, y entonces
yo empecé trabajando como cualquier personal de labor, pero me pusieron en el área de
shipping and receiving. Y yo vi que necesitaba saber más del idioma porque tenía que
firmar y recibir documentos, tenía que entregar mercancía y entonces en esa compañía
me dieron un tiempo para que mejorara el idioma. Entonces después del trabajo me iba
a la escuela por muy poco tiempo, pero después de unos tres o cuatro meses me dijeron
que no me preocupara. . . . Trabajé de bath boy en un restaurante como por unos cuatro
años talvez, y después ya me fui a trabajar a una compañía donde fabricaban galletas
para comer. Pero yo siempre buscaba un poco más de eso. . . . Ya después conseguí un
empleo de manejar camión y entonces empecé a manejar un camión y ya ahí me quedé de
una compañía a otra, pero siempre me quedé manejando. Es lo que hago actualmente y
esa es la manera de ganarme la vida y de ganarme el dinero para sostener a mi familia y
apoyar a mis hijos a que vayan a la escuela.
I left my parents’ home when I was 17 years old and the reason why I left home was
because I was interested in finding a better future, to look for something better, because I
didn't see a future doing what I was doing. I felt the need to leave before the age of 17
and I left to Mexico’s capital for maybe six or eight months. I searched for work, but
since I was still young and did not know the city well, it was a little bit difficult. I
worked there in what I could find for a few months, and I thought “that was not what I
was looking for.” I returned home to my parents for about three-four months and then
immigrated to the United States. I came to the United States and I started working at
restaurants, warehouses, and whatever I could find. When I came the first time, I worked
in a restaurant washing dishes and then I started to prepare salads. After that, I got a job
in a company that made furniture. I started working as any staff, but later they promoted
me to the area of shipping and receiving. I noticed that I needed to improve my English
skills because I had to sign and receive documents. I also had to deliver merchandise.
That company gave me time to improve the language. After work, I went to school.
After three or four months, they told me not to worry about it anymore…. I worked as a
bath boy in a restaurant for approximately four years and then I went to work for a
company that made cookies to eat, but I always was looking for a little more than that….
Later, I found a job driving a truck. I moved from one company to another, but I
remained driving and that is what I do now. That is the way that I earn my living and
earn the money to support my family and support my children to go to school.

Gabriel has had a long journey. He received approximately six months of formal
education, yet he self-taught himself how to read, write, and to do math. He also learned English
and has climbed a slow employment ladder. All his efforts though allowed him to experience
financial mobility and to serve as the provider for his household. Whether through a college
education, or by climbing employment ladders, all the participants in this study were able to
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experience financial mobility when compared to their parents. Most of them believed that their
parents contributed to their abilities to achieve financial mobility. They attributed their work
ethics and their desires to have better futures to the lessons learned from their parents.

Goals for Children to Achieve Financial Mobility

The participants explained that they wanted their children to experience financial
mobility. They wanted their children to have jobs that not only brought food to the table, but
also provided them with fulfillment. The participants mentioned that they did not necessarily
want their children to be rich, but they wanted them to be financially stable. They all wanted
their children to have a college education and to be able to build a better life, as most parents do.
They all embraced some version of the American Dream. What is of particular interest about
this group of participants is that they are Latinas/os and they have been successful at
experiencing financial mobility and at paving a path for their children to do the same. This is
noteworthy for an immigrant group that tends to experience less financial mobility than others
(Baum & Flores, 2011; Erisman & Looney, 2007).
Mariano made sure that his children were aware of the financial sacrifice he was making
so they could attend college. He told his children that he did not mind getting in debt if it meant
his children would have a better future by getting a college education. He saw education as a
way for his children to ultimately experience financial mobility. He said:
You can’t put a price on education, even if you get in debt. That is what I tell my kids.
"I don’t care if I get in debt and I have to help you pay for your education, … you are 18
years old, but I don’t mind. I am always going to be there for you. You are going to
have a better life if you go to school. That is something that definitely you can’t make a
better choice. There is a lot that you can learn to do and actually better yourself you
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know, with the knowledge that there is something you want to do for the rest of your life
and get paid for it.”
Mariano’s strategy has been recommended by the literature. Esparza and Sánchez (2008)
studied Latina/o high school students and found that students were aware of their parents’
sacrifices and felt more responsibility to do well in school so they could eventually help the
family improve its financial situation. In the future, Alejandra hoped to see her children
“walking in their dreams.” To her, this meant that her children would have a good job and a
good family. She wanted them to have the opportunity to choose their destinies and to find
fulfillment in their professions. She also wanted her children to achieve more than she and her
husband did. Alejandra said:

If they want to work, they may be able to have a better job than what we have already,
but like Mariano says, we want them to keep studying because if they don’t, I mean, I
can’t see them doing my job. I am a teacher assistant and I had the opportunity to better
myself, I just didn’t for one reason or another, but I think that if they have that
opportunity, they need to move on. In five years, I see them with a better job than
McDonalds. In 15 years, maybe with a family and school, school never ends. There will
be a time when they get to enjoy life as it is, with a good job and a good family. I see my
kids in 15 years hopefully walking in their dreams. I see them with a better future, with a
good family, hopefully, and they know that, God willing, we will still be here to enjoy
them. And I guess, and I am looking forward to have that feeling, not that we
accomplished something because it is not us, but know that we were here for them and
that they did it because they wanted to but we were here for them.

Alejandra wanted her children to experience both social and financial mobility. She also
wanted her children to feel that their parents were there for them, which is interesting since
earlier in the chapter she described her parents’ lack of involvement in her life. This is a
reflection of Alejandra’s role as a generational bridge builder for financial mobility. Pablo also
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hoped that his children would achieve financial stability through their jobs. While talking about
his hopes for his children’s future Pablo stated:
Making as much as I make, that’s simple, a lot of people aren’t going to be able to afford
their home. I will retire in four, five years so, I will be able to have the financial freedom
that I have. I worry that they may not be able to have the financial freedom that I have
currently. I know I lucked out because I didn’t have to pay for an education and still earn
$80,000. Like I said, I hope because people are earning less and less even with college
degrees, I just hope that they can be like I am.

Pablo did not have a college education, yet he was able to have a job that paid well. He
believed that it would be more difficult for his children to achieve financial mobility because of
the student loans they had to take out in order to obtain an education, so he said that he would be
glad if his children were able to achieve the same that he did. Javier also had hopes that his
children would achieve financial stability. He did not want his children to become rich, but
wanted them to have a stable job and be responsible. Javier said:

You know, essentially, what I want to see them is first of all to have a job, number two,
to be responsible, to pay their bills. I don’t want them to be filthy rich or rich, just be
decent citizens and be happy.

Based on his own experiences of struggle doing manual labor, Gabriel did not want his
children to earn a living through manual labor and to work just to earn money to pay for basic
needs. He wanted them to have more opportunities. Gabriel said:

Yo empecé a ver que en la vida no es nada más de trabajar físicamente, sino que también
se necesitan otras cosas. Educarse para poder salir adelante porque el trabajo físico,
aparte de que no es bien pagado, se sufre mucho porque es muy duro y no se recompensa
el trabajo físico que hace uno con el salario que recibe uno a cambio. Y no miraba yo un
futuro para ellos trabajando como cualquier persona por salario mínimo o trabajando en
lo que sea. Yo siempre he pensado que si uno trabaja en lo que le gusta no es un trabajo
porque lo hace con gusto. Pero trabajar nada más porque es necesario, porque uno
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tiene que traer dinero para pagar sus víveres y lo que sea, no es bueno. Yo no quiero eso
para mis hijos
I started to see that life is not only about doing physical work, but other things are also
needed. It is important to educate yourself to be able to move forward. Because physical
labor is not well paid. You suffer a lot because it is very hard and is not well rewarded. I
didn’t see a future for them working for minimum wage, or working on whatever it is. I
have always thought if we work in what we like, it is not a job because it makes us
happy. But working because we need to have food is not good. I do not want that for my
children.

Gabriel did not want his children to work for minimum wage or to receive a payment that
would only allow them to pay for basic needs. He saw education as the key for his children to
achieve financial mobility and hoped that they would be able to find jobs that they loved.
Lucía wanted her children to leave home for a better life than the one they had growing
up. She hoped that her children would experience financial mobility. Eventually, she wanted
them to have families and she wanted them to teach their own children to aim for the same
ideals. Lucía said:

Ya por lo menos ellos tienen un logro, una meta. Eso los ha ayudado. No vivieron con
lujos, pero nunca les falto nada. Siempre tuvieron lo básico. Siempre cuando podíamos
viajar viajábamos, cuando podíamos pasear paseábamos todos, pero siempre tuvieron
todo. Entonces la idea es que se van de aquí no para empeorar, si no para mejorar. Que
ellos puedan tener más de lo que nosotros les dimos a ellos. Para que cuando ellos
hagan su familia, a sus hijos les enseñen lo mismo.
At least they already have an achievement, a goal that they have met. They didn't live in
luxury, but they never lacked anything. They always had the basics. Always when we
could travel, we traveled; when we could go out and about we would. They always had
everything, so the idea is to leave here not to worsen, but to improve, that they can have
more than what we gave to them. So, that when they have a family, they teach the same
to their children.

Rolando agreed with his wife Lucía about wanting his children to experience mobility.
Rolando said:
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Yo sé que mi abuelo quiso que mi papá hiciera mejor que él, mi papá quiso que yo
hiciera mejor que él, y yo quiero que mis hijos hagan mejor que yo; y así creo que somos
los Latinos.
I know that my grandfather wanted my dad to do better than he did, my dad wanted me to
do better than he did, and I want my children to do better than I did, and I think that’s the
way we are as Latinos.

Rolando believed that Latinas/os embrace the concept of the American Dream. He
described a strategy he used to make sure that his children would aim high. When his children
would get their first jobs as teenagers, he would ask them to take out their pay stub and he would
get out his pay stub so the children could compare them. Rolando said:

Algo yo siempre les enseñe a los hijos míos cuando ya ellos tienen la edad que están en el
último año del liceo, que pueden trabajar en McDonald’s, Burger King, o KFC. Ellos
vienen orgullosos y me enseñan, “aquí está mi cheque”. Y yo agarro no del cheque de
mi trabajo principal si no de los trabajos que yo hago aparte, que yo cobro más. Y les
digo “Aquí está lo que a todo eso colabora, y aquí esta lo que yo hago, educación paga.
Educación paga, si tú no estudias para ser alguien, dentro de 10 años sigues ganando lo
mismo y yo mira, estoy ganando más que tú y estoy más viejo, y no me estoy jodiendo
tanto como tú te estás jodiendo. Educación paga.” Si eso ha sido motivación para ellos,
no me lo han dicho.
Something I always taught my children, when they were around their last year of high
school and could work at McDonald's, Burger King, or KFC, they would come proud and
show me, “here it is, my pay stub,” and I would grab not the pay stub of my main job, but
the ones from my side job, which I charged more for. And I would tell them “Here is
what you make and here is what I make, education pays. Education pays and if you do
not study to become someone, within 10 years you will keep earning the same amount
you do now, and look, I am earning more than you and I am older, and I am not bothering
myself as much as you are. Education pays.” If this has been motivation for them, I
don’t know.
Rolando, like other parents, did not know exactly what affected children’s success, but
made specific efforts to encourage his children to become equal or better than him. Here is
another of his strategies:

120
Yo les dije a mis tres hijos “o ustedes son mejor que yo, o igual que yo. Pero menos, no
es opción.” Yo vine a este país, yo creo en este país, todavía creo que América de
verdad es la tierra de oportunidad como usted la quiere, como usted la busque, pero tú
tienes que buscarla.
I told my three children, “You better become equal or better than me, but less is not an
option.” I came to this country, I believe in this country, I still believe that America
really is the land of opportunity as you want it, as you search for, but you have to go
searching for it.

Rolando embraced the American Dream and expected his children to take full advantage
of the opportunities that were provided to them. Like Mariano, Alejandra, Pablo, Javier, Gabriel,
and Lucía, Rolando had the goal that his children would achieve financial mobility and was
purposeful about serving as a bridge builder for financial mobility between his parents and
children.

Summary

The participants in this study all played a role as generational bridge builders for
educational attainment and financial mobility between their parents and their children. A
majority of the participants had grown up in households where their parents had not completed
elementary school and worked low paying, physically demanding jobs that only provided enough
to cover basic needs for the family. Wellman (1983) pointed out that uneven distribution of
opportunity results in some people having more access to resources and support to obtain
opportunities than others. Given their upbringings, the participants in this study were not likely
to achieve higher levels of education or experience financial mobility since struggles to access
and succeed in education are prevalent in the Latina/o community (Baum and Flores, 2011;
Castillo et al., 2008; Ceja, 2006; Lopez, 2009; Planty et al., 2008; Rivas-Drake, 2011; Santiago,
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2008; Snyder et al., 2008) and Latinas/os tend to earn less and experience less financial mobility
than other immigrant and ethnic/racial groups (Brown & Patten, 2012; Erisman & Looney,
2007). However, this group of Latina/o participants were able to overcome barriers that many
others are not able to overcome.
The participants’ parents had differing opinions about the value of education. Some did
not believe that education was right for their children, others saw high school as the pinnacle for
their children’s careers, and others highly encouraged their children to pursue a higher education.
Regardless of the level of support received from their parents to pursue education, the
participants had more opportunities to pursue education than their parents had, and all of them
placed a high value on education. Five of the participants obtained college degrees (three of
them obtained post bachelor’s degrees), four obtained high school degrees (two of them obtained
certificates after that), and one received less than a year of formal education. All of them were
able to achieve financial mobility. Some of them were able to achieve it by obtaining a college
education and others were able to achieve financial mobility by finding better jobs.
The participants were committed to making sure their children would receive good
educations. They all strongly supported their children’s pursuit of higher education. They also
embraced the American Dream and had high hopes for their children to achieve financial
mobility in the future. They saw higher education as the key to fulfill those hopes. The
participants’ children were in the process of building upon their parents’ accomplishments. They
were either attending college at the time of the interviews or had recently graduated. In order to
help their children succeed academically, the participants made deliberate decisions early on
such as having one of the spouses not work outside of home in order to have a strong presence in
their children’s lives, enrolling their children in private Catholic education so they could learn
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self-discipline at a young age, and setting high expectations and aspirations for their children’s
educational attainment.
This study adds to the literature by sharing the experiences of Latinas/os who have had
the opportunity to break barriers for educational attainment and financial mobility. A significant
amount of the literature has focused on the actual barriers that prevent Latinas/os from
succeeding academically and financially, but this study shows that even when growing up with
parents who have limited education and limited financial resources, it is possible to build stories
of success. These stories are important to challenge stereotypes placed on the Latina/o
population and to acknowledge the diversity that exists within this ethnic group. In addition, this
study shows a generational progression between the participants’ parents and the participants’
children. It is likely that most parents, even those from other ethnic groups, want to see their
children succeed academically and financially. However, it is particularly interesting that the
participants in this study were able to serve as generational bridge builders for academic
attainment and financial mobility between their parents and their children since immigrants from
Latin America tend to have a harder time accessing and completing higher education and
improving their financial situations than other immigrant groups. Generational bridge building is
a process not unique to the Latino population and most people aim to do it. However,
generational bridge building around educational attainment and financial mobility was
particularly important for this group of participants and they serve as examples of people who
were able to do it. The next chapter presents the second major theme that emerged from the data.
The participants were actively involved in their children’s academic development from preschool until they transitioned to college. Even though letting them go to college brought some
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struggles for these parents, they fully supported their children leaving home to pursue higher
education.

CHAPTER 6
PARENTAL INVOLVEMENT

This chapter presents the second major theme that emerged from the data collected,
which is that the participants were actively involved in their children’s academic development
throughout their years in school and when their children departed to college, the participants
struggled with letting them go. They specifically struggled with experiencing feelings of
emptiness and with getting accustomed to their children’s acquired autonomy. As stated in the
previous chapter, the Latina/o participants embraced the American Dream and saw education as
a key for their children to achieve it. Their involvement in their children’s academic
development consisted of maintaining communication with their children’s teachers, helping
their children with homework, volunteering at their schools, supporting their involvement in
extra-curricular activities, and guiding them through their college application processes (the
extent of their guidance depended on their own educational experiences and their social/financial
capital). The participants also mentioned providing guidance to their children during their
transition to college.
The participants remembered facing some struggles after their children left home to
attend college. A majority of them struggled with feelings of emptiness and sadness for not
having one of the family members at home even though they fully supported their pursuit of
higher education. They saw their children’s departures as sacrifices that had to be made in order
for their children to have a better future. The participants also struggled with the autonomy
placed on college students and children older than 18 by the United States culture. It was
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difficult for some of them to give up control over their children’s financial and academic records
because they did not feel their children were mature enough to assume those responsibilities.
They attributed their struggles with their children’s autonomy as a cultural value, although these
struggles related to letting go of parental control are not particular to parents from this ethnic
group. Overall, these parents were actively involved in their children’s educations. Some of
their involvement practices reflected those commonly seen amongst Latina/o parents, but also,
they seem to be aware of and able to engage in parental involvement practices typical of middleclass European American parents.
Involvement Practices in Children’s Education
Lucía said, “Sometimes all schedules combined. Then he would take one and I took the
other two and, so we were there.” Lucía is explaining that when her three children lived at
home, she and her husband had busy schedules because the children were involved in extracurricular activities and they had to coordinate their transportation and other logistics related to
those activities. Like Lucía and Rolando, the other participants in this study, presented
narratives of active parental involvement in their children’s educations from the time they started
school. The participants’ purposeful involvement in their children’s academic development was
driven by the high value they placed on education and by their beliefs that educational attainment
is necessary to be able to have a prosperous future.
Marrero (2016) found that Latina/o parents’ level of engagement in their children’s
educations is often misunderstood by school personnel because their judgment is based on “the
traditional model of engagement such as fundraising, school activities, and PTA memberships”
(p. 182), which are representative of the middle-class, Euro-American culture. Marrero (2016)
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also found that Latina/o parents focus their engagement on “participating in home based
activities outside of the school that assist students” (p. 182). The participants in my study
engaged in parental involvement practices traditionally attributed to both Latina/o parents and
Euro-American middle-class parents. Their adoption of traditional Euro-American middle-class
parental involvement practices may be due to the fact that they were aware of traditional
expectations for parental involvement and had the abilities and willingness to engage in those
practices. Half of the participants in this study had attained college degrees and all of them had
experienced social and financial mobility. Even the ones who came into this country in more
vulnerable positions, such as undocumented or with limited education, were able to build social
and financial capital over the years, which helped them become familiar with expectations for
parental involvement in the U.S. society. The participants seemed to have a strong investment
in, or appreciation of, the importance of education even though a majority were raised in
households where their parents had not completed elementary school. As detailed next, the
participants recalled maintaining close communication with teachers and schools; attending
parent teacher conferences; checking and helping with their children’s homework; volunteering
for school-related activities, programs, and fundraising efforts; supporting their children in their
pursuits of interests and extra-curricular activities; and guiding them through the college
application process, as well as guiding them through their transition to college.

Communication with the School

Some of the participants in this study recalled maintaining close communication with
their children’s teachers and schools. They mentioned attending parent-teacher conferences,
calling the teachers if they had any questions, and checking or helping their children with
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homework. They wanted to be informed on the progress their children were making in class, and
help their children succeed academically. For example, Elena stated:

I put a huge value on education. We try to instill it in our children, how important
education is every day. We go over homework, we check their grades, we try to be as in
contact with the school as we possibly can.

Elena highly valued education and made sure to teach her children to do the same. She
was actively involved in her children’s education by being informed of their progress. Alejandra
and Mariano also mentioned the high value they placed in their children’s education. Like
Elena, Alejandra helped her children with their homework and, if she did not understand
something, she would call the teachers to ask for clarification. Alejandra described:

Most of the times for the parent-teacher conferences we would go together. When they
started middle school, it was a little different because I started working and then of
course, it was working. I would help them with homework or whatever. Any questions
that I had, or didn’t understand, I would call in and contact their teachers.

Alejandra and Elena both took the time to sit down and help their children with
homework, which is a parental involvement practice that has been typically linked to Latina/o
parents (Niemeyer et al., 2009). Both of them also kept close communication with the school as
did Gabriel. Gabriel stayed in close communication with the school by attending parent-teacher
conferences because he wanted to be informed about his daughter’s progress. He said, “Yo creo
que atendía las juntas de la escuela siempre de maestros y padres porque quería saber lo que
estaba pasando.” “I think that I always attended the school conferences, of teachers and parents,
because I wanted to know what was happening.” Like Elena, Alejandra, and Gabriel, Javier also
mentioned that he and his wife thought it was important to keep in close communication with the

128
school, but due to Javier’s work demands, his wife was the one who attended most of the
meetings with their children’s teachers. Javier recalled:
Well my wife, let’s put it this way, she did 70% of the work load. She would attend the
meetings in the school. She would be there whenever we were required to be there and,
of course, my time here in the hospital, … I would still make time to attend all activities
they had.
These five participants described being involved in their children’s education by keeping
close communication with the teachers and the school. They attended parent-teacher
conferences, contacted teachers with questions, and helped their children with homework. Not
all Latina/o parents have the flexibility, ability, or interest to be involved in that way. As Melber
(2006) described, some Latina/o parents do not work traditional working hours, which can make
it difficult to attend parent-teacher conferences. Also, not all Latina/o parents understand and
speak English or have an interpreter available, which can be an obstacle to parent-teacher
communication (Melber, 2006). The Latina/o participants in this study maintained close
communication with their children’s schools because they had the language ability to do so, the
time availability, and a clear understanding of the expectation.

Volunteered at School

In addition to keeping close communication with teachers, the participants in this study
described volunteering their time for school related activities/programs. Volunteering at school
is a parental involvement practice that has traditionally been associated with middle-class EuroAmerican parents (Marrero, 2016). However, some of the participants in my study described
stories of volunteering at their children’s schools by serving as chaperones for field trips,

129
coordinating activities for the children, coordinating parent volunteer schedules, fundraising,
helping inside the classroom, or volunteering with projects. For example, Elena and her husband
helped build a playground at their daughter’s school. Elena described it:

I participated in a lot of field trips. We used to do extra-curricular activities after school.
I tried to be at the school as much as I possibly could. I made sure I knew who the
teachers were, and do whatever volunteer work that was available and we could do. We
always participated in her neighborhood school. Actually, [we] built a playground in the
back of their school and we helped raise money, and we did fundraisers, and we took
Saturdays to go and help them build the playground from the ground up.

Elena mentioned volunteering her time by being involved in fundraising activities, school
renovation projects, and field trips. Alejandra mentioned volunteering her time in her children’s
classroom. She said, “we did participate in some of their education, volunteering in the
classroom, sometimes just sending whatever they needed for the classroom, we were always
there.” Alejandra’s volunteerism involvement started from the moment her children started preschool. Like Alejandra, Paula also started to volunteer at her daughter’s classroom when her
daughter was in pre-school, in a program geared towards immigrants. She stated:

Ya había dejado yo mi trabajo, entonces mi hija más grande estaba en pre kindergarten y
era un programa que era para extranjeros como nosotros y así pudieran aprender los
hijos inglés para que cuando llegaran al kínder ya estuvieran más listos. Entonces yo me
enlisté de voluntaria e iba los lunes me quedaba todo el día porque era no más tres,
cuatro horas. Entonces llegaba yo con mi niña, y ya me decían que era lo que tenía que
trabajar y era muy bonito. Ella se sentía grande de que su mamá estaba ahí. Me
volteaba a ver y todo. Por ahí tengo una foto que salió en el periódico de un día que
tuvieron una lectura y se ve la cara tan llena de no se vida. Me encanta.
I had already left my job. My eldest daughter was in pre-kindergarten in a program that
was for immigrants like us, so they could learn English, and when it was time to go to
kindergarten, they would be better prepared. I signed up to be a volunteer on Mondays. I
was there all day because it was only three, four hours. So, I would go with my daughter,
and they told me what I needed to do, and it was very nice. She felt great that her mom
was there. She would look back to see me and everything. Somewhere I have a photo
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that was printed in the newspaper of a day when they had a lecture and you can see her
face so full of life. I love it.

Paula enjoyed her volunteer work and thought that her daughter also enjoyed seeing her
in the classroom. Paula also recalled volunteering her time coordinating activities for her son's
classroom. Paula said:

Con mi hijo me puse de voluntaria en no me acuerdo como le llamaban. Es la que
coordina actividades. Cuando iban a presentar unos exámenes en Texas, no me acuerdo
como se llamaban. Una vez al año. Traerles fruta en la mañana en caso de que los
niños no desayunan bien. Traerles fruta para que sus cerebros funcionen bien y que les
vaya bien en el examen. Entonces yo hablaba por ejemplo a otras mamás para ver quien
quería cooperar. Era ese tipo de cosas. Otra de las funciones era cuando era como
Halloween entonces tenía yo que buscar para todos los juegos. Nos había tocado en
cuarto año. Qué mamá quería tal juego, y por cuántas horas iba a estar, y quién iba a
venir. O sea, que también fue una buena experiencia porque se siente uno más cerca de
los hijos y ellos sienten que tienen apoyo. Pero cuando estaba haciendo eso creo que
todavía no estaba trabajando.
With my son, I volunteered as, I don’t remember what they called it. It is the person
[who] coordinates activities. They were going to take some exams in Texas. I do not
remember what they called them, but it was once a year. We would bring fruit in case the
children did not eat a good breakfast. We would bring fruit so that their brains could
work well and they would do well on the tests. I would, for example, call other moms to
see who wanted to cooperate. It was that type of thing. Another activity was when it was
Halloween, then I had to search for all the games the children were going to play. We
were in charge of fourth grade, which moms wanted to oversee what games, how many
hours they would be there. It was a good experience because I felt closer to the children
and they felt they had support; but when I was doing that, I think I was still not working.

Paula decided to stop practicing her profession as an engineer in order to focus on her
children. Paula valued and enjoyed the opportunity of having a strong presence in her children’s
school, which is why she enlisted as a volunteer. She did not seem to be motivated to volunteer
because of school expectations for parental involvement, instead she did it because she felt good
about it and she thought her children appreciated it as well. Carolina also described volunteering
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her time at her children’s school. She recalled being involved in fundraising activities and
school maintenance projects. She said:
Sí, los bingos, los famosos bingos…. Yo le decía a la mujer, a la encargada, “deme
todos los jueves y todos los domingos para salir de eso, en vez de hacerlo en todo el año,
yo le decía yo los quiero todos de una vez para deshacerme de eso. Seguidos. Después
había otra cosa que había que ir y digamos limpiar. Mantenimiento. Pintar, esto y el
otro. Tú en el techo, paredes y con hombres. Pero ahí le decían qué hacer y uno lo
hacía, lo pintaba. Una vez hicimos un puerco, cocinamos un chancho. Hicimos eso los
fish dinners que hay que hacer de voluntario … todo eso.
Yes, bingo games, the famous bingo games…. Instead of doing it for the entire year, I
told them “I want to be done at once, so give me all Thursdays and Sundays in a row.”
There was something else related to cleaning, maintenance, to paint, this and the other.
You are in the roof, walls, with other men. But they would tell you what to do, and we
would do it. Once we cooked a pork, cooked a pig. We did that, the fish dinners, that
you have to volunteer for … all that.
Carolina engaged in several volunteering activities at her children’s school. She saw it as
part of her responsibilities as a parent and had the ability to make the time to be involved in these
activities. Research has documented that not all Latina/o parents have the ability to meet
traditional school expectations of parental involvement (Melber, 2006) and that they may have
other priorities in terms of parental involvement (Niemeyer, Wong & Westerhaus, 2009).
However, as noted above, the participants in this study had the ability, flexibility, and
willingness to volunteer at their children’s schools.

Supported Interests and Extra-Curricular Involvement

In addition to keeping close communication with teachers and volunteering their time for
school related activities, the participants in this study recalled being involved in helping their
children pursue their interests and extra-curricular activities. Whether sports, arts, science, or
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religion; these participants accommodated family schedules, transported their children to and
from activities, and attended their events. Alejandra remembered attending her daughter’s
concerts as well as supporting her son’s interest in science. She said:
The boy didn’t want to do any extra-curricular activities. He was more quiet, but for his
science projects we were there. But the girl, she liked singing and, since middle school,
she has been in choir. That is a lot of work (laughs) and money, but she did like that. So,
we always supported her and we always had that contact with the teacher or instructor
and, for that reason, she liked it; and she was doing good (sic) in middle school and high
school. She actually [had] perfect attendance in middle school.
Alejandra was aware of her children’s interests and saw value in supporting them even
though this required her to use her time and money. She also sounded proud when she stated
that her daughter had perfect attendance in middle school. Gabriel also saw value in supporting
his daughter’s interests. He described his daughter’s extra-curricular activities. She was
involved in folk dancing, soccer, a Christian youth group, and social advocacy. Gabriel
described:

A veces había algunos eventos como de folklore o algún baile folklórico de la escuela, yo
iba. Ella participó en el equipo de fútbol y yo iba a sus juegos también. Entonces yo la
acompañaba a cualquier evento que ella tuviera. Y si no podía, entonces yo la dejaba y
después la recogía. Pero trataba de participar en lo más que yo pudiera. Recuerdo un
baile folklórico muy bonito. Era bonito, se sentía bonito saber que mi hija estaba
participando en eso. También la llevaba a juntas de una campaña que ella hizo con
otros estudiantes para inscribir a otros para votar. Se iba afuera de las iglesias,
supermercados, muchos lugares. A motivar a los muchachos de que tenemos que
participar en las votaciones para que nos tomen en cuenta y para ejercer el derecho a
votar. Ella estuvo envuelta en eso. Estuvo envuelta en muchas actividades, incluso ella
también estuvo involucrada en un grupo de jóvenes en la iglesia que organizaba
jornadas para evangelización entre los jóvenes, y pues yo, también la ayudaba en lo que
pudiera.
At times, we had events such as folklore or folk dance at the school and I would go with
her. She participated on a soccer team and I would go to her games as well. I went with
her to any event that she had. And if I could not go, then I would drop her off and
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afterward picked her up; but I tried to participate in as much as I could. I remember a
very nice folk dance. It was nice. It felt nice to know that my daughter was participating
in that. I also took her to participate in a campaign that she did with other students to
register people to vote. They would go to churches, supermarkets, many places, to
motivate the kids to participate in the election process and exercise [their] right to vote.
She was involved in that. She was involved in many activities. She was also involved in
a group of young people in the church that (sic) organized workshops for evangelization
among young people and, so, I also helped in what I could.

Gabriel completed approximately six months of total formal education and his parents did
not believe that education was for the members of their family. However, Gabriel thought
differently than his parents when it came to his children’s education and was invested in
supporting his daughter’s interests and extra-curricular activities. Gabriel transported his
daughter to and from activities and attended them when his untraditional work schedule allowed
him. He later mentioned that he believed that his daughter’s many involvement activities made
her a more appealing college applicant.
Javier remembered serving as a soccer coach when his children were young. He
described attending a training to become a certified soccer coach. His three children played on
soccer teams that he coached. In his office, he had a picture of him coaching his son’s soccer
team. He also had two artifacts that reminded him of the important role that soccer had played in
his family and that he should seek balance in life. Javier described:

We always were involved in soccer. This picture is soccer. My son and me (sic) are
playing on the same team. Yeah, I was a coach for all of them since they were little kids.
Anyway, all three kids were challenging. All three, they had a lot of things in common,
but I would say there is (sic) a lot of things different. It’s amazing how they come each
with their own package.

Javier was glad he was able to serve as a soccer coach for his three children. The
photography he had in his office seemed to be of special value to him. Lucía and Rolando set the
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expectation that each of their three children had to be involve in an extra-curricular activity.
Rolando said:

A ellos se les dijo: tienen que hacer algo más que la escuela. Algo de deporte u otra
actividad. Y ellos decidieron. Eso sirve cuando están aplicando para la universidad que
piden otras experiencias . . . Creo que la diferencia entre yo venir a estudiar tan joven
acá y muchos de otras familias Latinas, es que yo siempre estoy más familiarizado con el
sistema de educación de aquí de los Estados Unidos y eso me dio la ventaja de cómo
orientarlos a ellos. Entonces yo sabía que, si ellos en verdad querían estudiar en la
Universidad, tienen que tomar este camino, estas clases, hacer ciertas actividades,
ciertas cosas.
We told them, “you have to do something other than the school, some sport or other
activity.” They chose. That is useful for when they apply to the university, because they
ask for additional experiences . . . I came to study here so young. Unlike other Latino
families, I am more familiar with the education system here in the United States because I
came here to study at a young age. That gave me an advantage on how to orient them. I
knew that if they really want to study in the university, they had to take this path, these
classes, do certain activities, certain things.
Rolando’s expectation and support of his children’s extra-curricular activities were driven
by his desire to help support his children’s pathways to college. Rolando was familiar with “the
system” and knew the expectations colleges have for incoming students since he pursued higher
education in the United States. He also recognized that not all Latina/o parents have the
advantage he had. Lucía described that their children’s involvement in extra-curricular activities
would make for a family schedule that at times was difficult to coordinate. However, she and
Rolando were committed to their children’s involvement. She explained:

Ellos hacían las cosas diferentes. Por lo menos uno jugaba tenis, a la otra le gustaba
eso de la cheerleader y la cosa, y otro jugaba football y hacía a veces wrestling. Qué
pasa, que a veces todo se combina entonces el agarraba uno y yo agarraba los otros dos
y así íbamos los dos. Para poder que ellos tuvieran actividades fuera de la escuela.
Pero ya ellos cuando ya terminaron el liceo ya dejaron todo eso.
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They did things differently. One played tennis, the other liked cheerleading, and another
one played football and sometimes did wrestling. Sometimes, all schedules combined
then he would take one, and I took the other two and so, we were there. By the time they
graduated high school, they stopped all that.
Alejandra, Gabriel, Javier, Rolando, and Lucía supported their children’s involvement in
extra-curricular activities. They thought it was important for their children to be involved and
had the ability to support their children in their involvement. Some of them stated that part of
their motivation to support their children in extra-curricular involvement was to improve their
children’s chances to be accepted into college.

Guidance Through the College Application Process

According to Pryor et al. (2008), in 2007 Latina/o parents were the least involved of all
parental groups with the college application process of their children and maintained the least
communication with college officials. When it came time for their children to apply for college,
the participants in my study described being involved in the process. The level of their
involvement was dependent on their personal educational experiences and on the social capital
they had available. Those who had received a college education were able to rely on both
personal experience and social capital as tools to help their children navigate the system. Those
who had not received a college education described feeling uncertain at first about the
application process, but relied on social capital such as family members who had attended
college, parents of children who had attended college in their neighborhoods, and school
counselors. The participants stated that they encouraged their children to ask questions at their
high schools. The participants also described their level of involvement in their children’s
college application processes as dependent on the needs of their children. Not all needed the
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same amount of guidance. Pablo remembered filling out FAFSA (Free Application for Federal
Student Aid) paperwork when he was applying for college. His experience became helpful when
helping his children. He found it to be an easier process now that there is the Internet. He said:

Well, for all of my kids, I helped. They did a lot of it on their own. They went to college
after the Internet, not like when I was young. When I was young, it was all on paper and
I did it all myself. So, it was easier for them. They just took their time. My wife helped
her kids a lot at the beginning. I helped one of my daughters a lot at the beginning, with
student loans and FAFSA.
Rolando also offered guidance during his children’s college application process. He
explained that his personal experience attending college gave him familiarity with the process
and allowed him to provide direction to his children. He said: “al final como yo llegué a este
país, y estudié al nivel universitario, yo se como se manejan las cosas, como pasan, qué es lo que
hay que hacer, entonces yo fui el que los orientó a ellos.” “Since I came to this country and
studied at the university level, I know how things work here, what needs to be done. So, I
oriented them.”
Although Paula also had the personal experience of attending college to rely on, she
recalled taking advantage of the help that high school counselors were able to provide. She
believed high school counselors played an important role during two of her children’s college
application processes and that it was important to have good counselors since they fill out a
recommendation and provide an assessment of the student to universities. Paula stated:

Counselors. Tuvimos suerte que el de mi hijo y el de mi hija, ambos, fueron excelentes.
Ellos les dieron todo el apoyo en la preparatoria. Para usted que tiene hijos más
adelante, que es bien importante que tengan una buena counselor, que se asegure usted
de tener una buena relación con el counselor para que le ayude porque imagínese usted,
llenan hoja de recomendación y que hacen una asesoría del alumno; que, si es
responsable y eso, pues eso lo leen en la universidad.
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Counselors, we were lucky that my son and daughter had excellent counselors; they gave
them all the support during high school. It is very important to have a good counselor,
you should make sure to have a good relationship with the counselor to help you.
Because, imagine, they fill out a recommendation form to assess the student, to see if
they are responsible and, well, they read that at the university.

Paula was aware of the important role school counselors play in the college application
process and she made sure that her children sought out their help. The experience during their
children’s college application process was different for Elena, Alejandra, and Gabriel. They did
not attend college and described feeling uncertain about the process. At the beginning, they
though that it would not be possible for their children to attend college because of the high price
of higher education. They relied on social capital to help guide their children through the college
application process. Elena described her experience:

She was our first child to go away to school, so we got a lot of advice from other parents
[who] had their children go through the same process, you know, through friends in the
neighborhood. Friends of, you know, kids like parents of kids [who] she went to school
with who had older kids who had already [gone] away to school. That was very helpful
to us because we didn’t know what we were doing, because essentially my daughter is the
only one in our family [who] went away to school. Like there is really nobody else.

Since Elena was uncertain of the process and her oldest daughter was the first person in
the family to go away for college, when her first daughter was applying to college Elena received
advice from neighbors who had the experience of sending a child to college. Alejandra and her
daughter were not familiar with the application process either. Her daughter was thinking about
applying to community college at first, but Alejandra encouraged her to apply to a university.
She told her daughter they would support her financially. Alejandra said:

138
She was the first one to leave home. She said, “Well, this is it. I am going to start
applying to different schools." No, she said, “community college; I am going to start
applying to community colleges.” And I said, “Really? Why not apply straight to a
university?" And she said, “No, well it’s too expensive.” And I said, “Well, we can help
you out, but you have to try.”

Alejandra also stated that when her daughter was going through the college application
process they relied on help from school counselors and a niece who was attending college.
Regarding school counselors, Alejandra stated:

Her counselors were great. They always helped her with finding information and then
my niece works at another university and she helps people fill out applications, so she
gave her good advice on how to do things and what sites to go in, but as far as the
paperwork; she did it herself.

Paula had graduated from college and had personal experience to rely on. Alejandra did
not attend college and was uncertain about the application process. Although their circumstances
were different, they both relied on the help school counselors provided to their children. At first,
Gabriel was also uncertain they could afford sending their daughter to college. He was not sure
of how to go about the university application process. Gabriel described:

Cuando hablamos de ir a la escuela superior pensábamos en el que económicamente es
caro y no sabemos si lo podemos lograr, ni siquiera sabíamos de cómo se podría hacer.
Porque no había gente de nuestra familia que ya tuviera experiencias sobre
universidades. No sabíamos si se iba a poder o no. No sabíamos si íbamos a poder
ayudar. No sabíamos que existían préstamos, no sabíamos muchas cosas. Pero ya
fuimos viendo.
When we talked about my daughter attending college, we thought that financially it is
expensive and we were not sure if we could make it. We didn’t even know how it might
be done, because there were no people in our family who had already had experience
with universities. We did not know if it could happen or not. We did not know if we
were going to be able to help. We did not know that there were loans, we did not know
many things. But we were looking.
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Gabriel and his daughter were purposeful about seeking information. He later described
how he encouraged his daughter to seek help and also that his daughter was very proactive about
asking for information at her school. Gabriel and his daughter relied on help from her daughter’s
school to navigate the college application process. Rolando, Paula, Elena, Alejandra, and
Gabriel all shared stories related to helping guide their children through the college application
process. Some did it by encouraging their children to seek help at school, others by seeking
advice from parents of children who had already left home to attend college, and others by
relying on their personal experiences.

Guidance During College Transition
Once their children departed for college, the participants’ involvement in their children’s
development focused on maintaining close communication with them and guiding them as they
faced difficulties typical of the college transition process. The participants’ children turned to
their parents to talk about issues they were facing such as being homesick, experiencing doubts
about having the ability to succeed in higher education, having difficulties building friendships
or facing disagreements with roommates. The participants guided their children and served as
encouraging voices for their children during these times. They gave their children advice and
pep talks as an attempt to help them cope and lift them up. Parental advice has been found to be
valuable during the transition to college life since adjustment to college is a predictor of student
academic success for any student (Jarama et al., 1996). Latina/o students tend to talk with their
parents instead of seeking professional help as resources (Chiang et al., 2004). The children of
the participants in this study did turn to their parents as resources during their transition to
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college. For example, Elena remembered that her daughter got homesick when she first left
home to attend college and would call her to talk about it. She said:
And then she was homesick immediately. Immediately she would call crying and “I
don’t know if I can do this,” and there was (sic) lots of pep talks. I am not sure that I
always believed myself, but I tried to be as encouraging to her as I possibly could, but I
missed her and I am sure she missed home.
The fact that Elena’s daughter felt homesick is not uncommon for students who are
transitioning to college. Borrero (2011) found that leaving family behind to go to college can be
difficult for Latina/o students. Elena’s daughter was the first in her family to attend college.
Torres (2003) found that first-generation Latina/o college students could feel challenged because
they were not sure what to expect from the college environment.
Paula recalled that one of her children had a more difficult time adjusting to college life
than her two other children. He would call her almost every day during the first semester. Paula
said:

Mis otros hijos llamaban cada ocho días o dos veces por semana. Mi hijo cuando
regresé de México estaba llamando todos los días. Entonces decía mi hija: “oh oh, esto
no es bueno.” O sea, porque ella había ido a la orientación cuando la fueron a llevar
que decían que no era bueno que estuvieran hablándose. Mi hijo llamaba y decía “es
que esto está bien difícil mamá” y yo le decía “bueno mi rey, si no se puede pues
regresas aquí” y ya cuando yo decía eso él decía “no, pues trabajo más duro.” Entonces
no fue más que el primer semestre y ya el segundo llamaba a hablar con su mamá, pero
no porque estuviera difícil la universidad.”
My other children called every eight days or two times per week. My son, when I
returned from Mexico, was calling every day. My daughter said: "Oh oh, this is not a
good thing," because she had gone through orientation. They said it was not good to be
constantly talking. My son called and said, "This is very difficult Mom," and I said,
"Well my king, if it is not possible you can return here.” And when I said that, he said,
"No, I will work harder.” It was just the first semester. By the second one, he called to
speak with his mom, but not because the university was difficult.
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Paula’s son would call her to share that he was doubting his ability to succeed in college.
She tried to make him feel better by telling him that if he thought it was too much, he could
always return home. Once she would say that, her son would tell her he would try harder. Paula
also remembered that her daughter had a difficult time making friends at first. She was having a
hard time finding people with whom she shared interests. Her peers were drinking and doing
things that did not interest Paula’s daughter. Paula encouraged her daughter to go to church
where she had a better chance of finding people with similar values. Paula told her daughter:
“Tú que estas más en la iglesia, alguien ahí tiene que ser como tú. No creo que tú seas
la única. Vas a encontrar a alguien así.” Y eventualmente ya encontró cosas que hacer.
En esa forma estaba aislada de sus otras compañeras porque ellas estaban haciendo
cosas que ella no quería. A ella nunca le dio por el alcohol. Cosa que es muy natural.
“You are more involved in the church, someone there has to be like you. I do not think
that you are the only one. You will find someone like that.” And eventually she found
things to do. In that way, she was different from her peers because they were doing
things that she did not want to do. She never got into alcohol, something that is natural.
Paula’s children faced different issues at first and Paula guided them though their
transition by listening to them and providing them with advice. Carolina described her
daughter’s problems with her roommate during the first year even though they had known each
other during high school. Carolina said: “Mi hija tuvo problemas con la compañera. A pesar de
que se conocían de high school. El primer año ella lo pasó en la universidad, en los dormitorios
de la universidad y una vez de ahí nos fuimos.” “My daughter had problems with her roommate
despite that they knew each other from high school. The first year she spent at the university, in
the residence halls of the university. After that, we left.” Carolina’s use of “we” implies that
Carolina saw this situation as a collective issue that included her as a mother. It was not only her
daughter’s issue, it was her issue as well and that is why “they” left.
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The participants’ children faced different challenges as they transitioned into college life.
Some missed home, others felt insecure about their academic abilities, or had difficulty with their
social lives. Throughout these challenging times, the children turned to their parents for advice
and coping. The participants described maintaining close communication with their children.
They offered advice to their children with the hopes of helping them have a successful transition.

The Struggles of Letting Go
Javier said, “A bird trying to take off but we still want to keep a string.” Javier is
expressing the difficult time parents can have when letting go control over their children and
letting them grow into autonomous adults. The participants in this study stated that they
experienced their own struggles as parents after their children departed home to attend college.
Although they all supported the idea of their children receiving a college education, letting them
go was not easy. The change in their family dynamic was difficult for them at first. They
experienced feelings of emptiness and sadness about no longer having a member of the family
physically present at home. The participants also struggled with the autonomy their children
gained after leaving home. They believed that their children were not ready to assume certain
responsibilities such as being solely in charge of their academic and health records. They saw
their struggle with their children’s autonomy as a cultural value that was different from the
United States culture, although many parents (not just Latinas/os) struggle with the same issues.
The participants also stated that they saw their children’s departures as a sacrifice that needed to
be made in order for their children to be able to have a better future and, therefore, they
supported it.
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Feelings of Emptiness (After Departure to College)
One of the goals of this qualitative research study was to understand Latina/o parents’
relationships with their adult children, who were at the time attending or had recently graduated
college. The participants in this study, like parents from other racial/ethnic groups, did go
through an empty nest transition that was triggered by their children’s departure from home to
attend college as described by Barber (1989). Parents’ reactions to the empty nest transition can
vary from negative to positive, from a sense of loneliness to a sense of freedom (Barber, 1989).
In the case of the participants in my study, most parents experienced feelings of sadness and
emptiness during this transition. This may have been increased due to the strong sense of
familism that Latinas/os tend to have (Vega, 1995). The participants in this study did not oppose
their children leaving home to attend college. Instead, they strongly supported them. However,
they missed having their children physically present at their homes. Elena explained that for her
it was difficult to adjust to the lack of daily contact with her daughter: “I think that it was the
dynamic in our house was different you know, you get used to someone, seeing them every day,
and, you know, talking to them every day, so it was very difficult.” Alejandra acknowledged
experiencing feelings of emptiness. She said that even her dog would start crying when they
mentioned her daughter’s name after she left for college. Also, with her son, there was a feeling
of emptiness even though he tended to be quieter. She recalled:

It feels empty the first couple of days, even weeks. It felt very empty, her room. We
kept it closed because her dog would go in. We have a little chihuahua. That’s our dog.
So, the dog would go in. We would start to call her name: ["daughter"], and [the dog]
would start crying, but yeah, it felt empty; but we knew it was for a good thing so, we are
just here. And now, with our son, it’s so hard because now it’s not just one but two.
Even though he was quiet and he would always remain in his room, it feels very empty.
The house is just like, “oh my Gosh, what do we do now?” It is difficult for us,
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especially on the weekends, there would be afternoons when we would have family time
or, you know, it is hard but we always work it. We just pray that they are ok (laughs).

Alejandra knew that her children were leaving home to do something good. She actually
set the expectation that her children should leave home to attend college. Although she was fully
aware that the transition was good for the family, she felt sad and empty at the beginning. It was
not easier when her second child left for college. She went through a transition where she
questioned “what do we do now?” Mariano also remembered noticing his daughter’s absence
after her departure when he would come back home after work and she was not there. He said:

Watching movies together, spending family time, coming back home from work and then
[it] is like "where is my daughter?" because she would be singing out loud, or we would
be saying crazy stuff, and, like I said, coming back from work and saying “aww I miss
my daughter," but it was difficult the first few days.

Alejandra and Mariano both voiced missing their children during family time when they
first left home for college. Similarly, Gabriel stated that he missed his daughter during meal
times. Gabriel added:

Y ya fuimos a llevarla a que se quede allá [en la universidad] pues sentimos muy feo y
ella también porque sin palabras, sin decirnos nada, supimos que era difícil. Y ya
estábamos en la casa y ya nos sentábamos a comer y ya no estaba ella. Sin que nadie
diga nada todos sabíamos que ahí hacía falta alguien. Pero también entendíamos que el
tiempo también pasa rápido y es una diferencia muy grande en la vida de ella. Y lo
vimos también de esa forma. Fue un poco menos doloroso porque también lo vimos por
ese lado.
And we took her so she could stay there [to college], and we felt very bad, she did too,
because without words, without telling each other anything, we knew that it was difficult.
And we were already in the house and sat down to eat and she was no longer there.
Without anyone saying anything, we knew that someone was missing. But we also
understood that time goes by fast. It was a very big opportunity in her life. And we saw
it in that way, which made it less painful.
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In order to cope, Gabriel tried to remind himself that time goes by fast and that his
daughter was doing something good. Javier recalled that after his son’s departure for college,
Javier missed hearing him play music at home. His dog also noticed the absence of Javier’s son
just like Alejandra’s dog noticed the absence of Alejandra’s daughter. Javier mentioned feeling
both happy and sad after his son departed. Javier described:

I used to see him in the basement, you know, playing his guitar, playing music. I knew
he was there. Many times we didn’t say anything. “Hey dad” he was with his friends
there. And sometimes I would go there to the basement and he wasn’t there. The worst
thing was one time I almost cried, we have a dog that loved him. That dog loved him.
They used to sleep together in the basement on this couch that he got. It was funny that
the dog would go downstairs to look for him. "Where is the boy? There is no boy," and
the dog acting crazy because he wasn’t there.

Even though Javier and his son many times did not talk, Javier missed his presence when
his child first left home to attend college. He remembered almost crying because of how much
he felt his absence. Lucía mentioned feeling empty after her children departed for college. She
missed her children asking her to cook for them. Lucía is the only parent who expressed a desire
to still have her children at home. However, she and her husband also set the expectation that the
children should attend college. Lucía described her feelings upon her children’s departures from
home:
Vacía, porque tenerlos aquí todo el tiempo “mamá la comida, ya tengo hambre” no sé
qué; y de repente no tienes a nadie, te sientes vacía totalmente. Yo de verdad que por mí
estuvieran todos conmigo.
Empty, because having them here all the time, "mom food, I am hungry,” I don’t know,
and suddenly you do not have anyone, you feel totally empty. Really, if it was up to me,
they would all be with me.
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Lucía worked from home and motherhood was a big part of her identity. She enjoyed taking
care of her children and making them food, so when they departed for college, she experienced
feelings of emptiness.
Rolando also described feeling both empty and proud when his children first left home to
attend college. He said: “para mí vacío, extraño a mis niños. Pero al mismo tiempo orgulloso
de que ya tienen su camino.” “To me emptiness, I miss my kids. But at the same time proud
that now they have their path.” Pablo stated that it was not easy when his children departed, but
he knew it was necessary. Pablo said:
I mean, it’s not easy watching them leave the house. I mean, it was necessary. It is like a
bird teaching its young to fly. One of my daughters is still here, but she just graduated. It
was important for them to have that experience of living on campus, which I did not
have. I always wanted to go to U of C (an elite private school), but there was just no way
that I could have afforded it. I am a realist. So, they had the opportunity and I was very
happy for them. I was excited for them. I know some people, especially some women
that (sic) get like the empty nest syndrome or whatever that is. My wife and I were the
same way you know. We were happy that they left to do their thing. My ex-wife had a
bit of a hard time.
Pablo used the metaphor of “a bird teaching its young to fly” when referring to his
children leaving home to attend college. This is similar to Javier’s metaphor of “a bird trying to
take off but we still want to keep a string” when referring to how difficult it can be to let go.
When their children departed from home to attend college, the participants in this study
experienced an empty nest transition such as the one described by Barber (1989). The
participants’ experiences included feelings of sadness and emptiness that were comforted by the
conviction that their children were doing something valuable. Although they fully supported
their children’s attendance at college, it was difficult to have one member of the family no longer
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be at home. These mixed feelings and tensions illustrate the navigation of the new terrain, which
is shared with parents from other racial/ethnic groups.

Letting Go of Parental Control

The participants in this study described their struggles with letting go of parental control.
Javier shared his fears over the loss of control over his child. He had the impression that in the
United States parents have less control over their children.

I had mixed feelings. One thing is that in some ways I was happy that he was taking off,
but I was upset that I was losing control of him because we parents like to have control.
In America, it is very difficult to have control over your children.

Javier is not the only parent who expressed sensing a difference in the level of autonomy
children have in the United States. This group of Latina/o participants attributed their difficulty
with their children’s autonomy as a cultural value. They viewed themselves as a unique group.
However, these difficulties related to letting go of parental control and feeling uncomfortable
with their children’s newly acquired autonomy are shared by parents of different ethnic groups.
That is why the concept of “letting go” is incorporated in most parent college orientations. There
are studies that have acknowledged cultural differences related to children’s autonomy.
According to Rothbaum and Trommsdorff, (2007) people from the U.S., Canada, Australia, New
Zealand, Western and Northern Europe tend to place a higher value on autonomy than people
from other cultures such as Latino cultures. Javier’s struggle with losing control over his son is
congruent with Rothbaum and Trommsdorff’s statement. Also, congruent with this statement
were the struggles that some of the participants had with policies such as FERPA (the Family
Education Rights and Privacy Act of 1974) and HIPAA (the Health Insurance Portability and
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Accountability Act of 1996), which take away parental control from their children’s educational
records and health records respectively.
The Family Education Rights and Privacy Act of 1974 (FERPA) states that once a child
enters college, higher education institutions are not authorized to share educational records with
parents. This leaves the student as the only person with full access to educational records. There
are ways to negotiate the system such as having the student sign an authorization for the parents
to have access to their academic information and turn it in to the higher education institution, or
demanding the child’s log in information to access that information. However, none of the
participants mentioned being aware of these possibilities. Lucía voiced her concern with FERPA
because, in her opinion, some children do not do well their first year in college as they are
transitioning. She thought that if parents do not have direct access to academic records, an
opportunity to help the children is missed, which results in the student getting in debt for courses
they do not end up passing. She said:

Muchos muchachos que van a la universidad y el primer año que va te endeuda hasta
bueno. Y resulta que no pasó ni una materia. Y se van, y se van con deuda porque tienen
que pagar esa deuda les guste o no les guste. Debería haber una forma de que las
universidades tengan un poquito más de comunicación con los padres, lo que están
haciendo es perder el tiempo y el dinero. Pero yo supongo que a las universidades eso
no les importa porque eso es un dinero que ellos van a cobrar igual. Entonces que les
importa a ellos si el muchacho está regalándoles el dinero.
Many students who attend the university and the first year they go, they get you in debt;
and then you find out they did not pass a single class. And they end up in debt, because
they have to pay this debt whether they like it or not. There should be a way that
universities have a little more communication with parents, what they are doing is a
waste of time and money. But I guess that does not matter to universities because that is
money that they are going to charge regardless. What do they care if the student is giving
them money?
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Like Lucía, Pablo believed that too much emphasis is put on the student. He did not
agree that the students should be the only one in charge:
They put too much emphasis on the student themselves. They try to say “students are incharge of their own career, so the students need to do everything.” The Financial Aid
office only calls you if there is a problem or something needs to be signed.
Rolando stated the same concern: “de verdad que aquí con lo de la privacidad de la
gente, hay muchas cosas que a uno lo amarran como papá.” “The truth is that here with the
privacy laws, there are many things that bind you as a parent.” Lucía, Pablo, and Rolando all felt
uncomfortable with losing direct access to their children’s educational records. They thought
that not having direct access could get in the way of helping their children seek assistance early
enough so they would not fail courses and ultimately increase their debt.
Carolina also brought up HIPAA (the Health Insurance Portability and Accountability
Act of 1996), which takes away parental control over their children’s medical records when they
turn 18 years old. Once children reach the age of 18, they are no longer considered a minor and,
therefore, parents do not have the same rights to access their children’s health related
information. For Carolina, this became a major issue when her daughter got sick as a freshman:

Ellos [universidades] creen y le hacen creer a esos chicos que una vez que tienen 18
usted es un adulto. Pero usted no es un adulto a los 18 años. Usted es inmaduro, no
tiene conocimiento, no valora las cosas. Y eso fue lo único que a mí de veras me molestó
mucho. Pero eso es la vida americana. La vida americana es que usted a los 18 ya usted
es dueño de su vida. Pero no si yo estoy pagando. Pensar que si le pasa algo. Fíjate
que mi hija estaba en la universidad y empezó a tener dolores estomacales e intestinales.
Pensó que se había empachado con una comida, entonces había ido como dos o tres
veces a la clínica de los estudiantes. Entonces comenzaron a pensar que era que quería
drogas. Entonces ella me está llamando. Entonces yo llamo allá, no porque HIPAA.
Soy padre y no puedo decir nada. Entonces la llamo a ella y le digo vaya al hospital,
donde usted tiene seguro. Nosotros tenemos seguro, vaya al hospital, deje de estar yendo
a la clínica porque no le está ayudando. Y mientras tanto ella tiene que estar estudiando
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y los dolores. ¡Era apendicitis lo que ella tenía! ¡Entonces diay! Y la batería se le había
terminado, del teléfono, yo no tenía cómo comunicarme con ella. No tenía cómo decirle.
“Ella está ahí, yo sé que ella está ahí.” Yo tratando de llamar y de comunicarme. Yo le
decía “yo sé que está ahí.” No me quieren decir nada… Y era apendicitis, y no pude ir
sino hasta después de la operación.
[Universities] believe and make students believe that once they are 18, you are an adult.
But you are not an adult at 18. You are immature, you have no knowledge, you do not
value things. That was the only thing that really bothered me a lot. But that is the
American life. In American life, you are the owner of your life at the age of 18. But not
if I am paying. To think that if something happens to them, note that my daughter was at
the university and began to have stomach and intestinal pains. She thought that she had
eaten something that didn’t settle well. She went two or three times to the student clinic.
They began to think that she was coming because she wanted prescription drugs. Then
she called me. Then I call the clinic, “no, because of HIPAA.” I am a parent but they
cannot tell me anything. Then I call her and tell her “go to the hospital where you have
insurance. Stop going to the student clinic because they are not helping.” And
meanwhile, she had to be studying and the pain. It was appendicitis what she had! Then
what? And her phone’s battery had died. I had no way to communicate with her. “I
know that she is there.” I was trying to call and to communicate. I would tell them “I
know that she is there.” They didn’t want to tell me anything … and it was appendicitis,
and I could not go until after the surgery.

Carolina wished that she could have had more control when her daughter went through
that experience. She also referred to the American life as one where children become
autonomous early on, which is different from Latino culture. She described the example of a
Latina she knew who was 30 years old and her boyfriend invited her to travel to Los Angeles,
but her parents did not allow her to go. These stories do align with the research that states that
letting go of control over their children can be difficult for Latina/o parents (Rothbaum and
Trommsdorff, 2007). However, these are also issues that affect most parents.
In relation to letting go of parental control, some of the participants mentioned that when
their children first came home from college, the participants saw the need to remind their
children that, even though they were free to stay out as late as they wished when they were away
at college, at home there were still expectations that needed to be met. The participants
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understood that they had no control of their children’s curfew when they were at school, but they
still wanted to maintain the control they had at home. For example, Elena said that the first visit
was difficult because her daughter wanted to stay out late. She said:

The first time that she came back home to visit it was it was very difficult because as a
parent, you still want to parent them and as college students, they are used to having their
freedom to come and go as they want. So, the first time she came home it was very hard
because she wanted to go out and stay out very late, and I wasn’t comfortable with that.
So, we butted heads a little bit, and I think that the expectations had to be set down on the
table. Because when she is home is different than when she is in college. When you are
away at school you are not under your parent’s thumb. You don’t have to report what
time you are coming in or what you are doing or who she was going to be with, so we got
into an altercation after she had come home and I had to lay down some ground rules for
when she came home. By now, she knows that she can’t do that. When she comes home,
you know, I expect for her to have respect for my house because we still got a household.
That was probably the worst of her coming home.

Elena understood that as a parent, she no longer had control over the time her daughter
came back to her room when she was in college. However, she expected to maintain the same
level of control she had before her daughter left to college during the times her daughter would
come back home for breaks. Similarly, Gabriel remembered telling his daughter that what she
did in college was “her thing,” but what she did at home was “his thing.” He said:

Otra cosa que yo hice con mi hija, que yo digo cualquier padre lo debería de hacer es, no
importa si duró todo el semestre sin venir, pero el día que venga a mí casa, si va a salir
yo le digo: “¿A qué hora vas a regresar?” Yo le decía, “vas a pensar que esto es tonto,
tú eres la dueña de tu destino. Yo no estoy allá pero tu aquí estás en mi casa y sigues
siendo mi hija y sigue habiendo las mismas reglas. Por eso te tengo que preguntar. Y si
tú me dices voy a venir a las 12, y vienes a las dos, te voy a decir algo. Entonces allá,
aunque lo que hagas es cosa tuya, pero aquí en mi casa todavía es cosa mía.”
Another thing that I did with my daughter, and I say every parent should do is, no matter
if she did not come home during the whole semester, but the day she comes to my house,
if she goes out I ask her, “At what time are you going to come back?” I would tell her,
“You are going to think this is silly because you are the master of your destiny. I'm not
there, but you are here in my house and you're still my daughter, and still have the same
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rules. That is why I have to ask you. And if you tell me I will come at 12, and you come
back at two, I am going to say something to you. What you do there is your own thing,
but here in my house it is still my thing.”

Like Elena and Gabriel, Carolina expected her children to call her and tell her at what
time they would be home. She also told them that at the university it was up to them, but at
home, they needed to call because otherwise she could not sleep well. She said:

La regla era cuando ellos estaban en la universidad, si llegaban a la casa a las dos de la
mañana; yo no sé de eso. Pero cuando ellos llegaban a la casa e iban a llegar tarde,
tenían que llamarme, porque yo estaba despierta hasta cuando ella llegara. Pero
también como te digo, ella nunca me dio problemas. Siempre hubo reglas, y yo le decía
a ella, “usted también va a tener sus propias reglas, cuando tenga sus hijos.”
The rule was that when they were at the university, if they arrived to their place at two in
the morning, I did not know about that. But when they came to the house, and they were
going to arrive late, they had to call me because I was awake until they returned. But as I
tell you, she never gave me problems. There were always rules, and I would tell her “you
will also have your own rules, when you have your children.”

Leaving home to attend college facilitates the transition to becoming autonomous
(Chickering & Reisser, 1993; Levinson, 1978). However, as the participants stated, the
transition is not automatic and just because the child leaves home to go to college, it does not
mean that the parents are comfortable with giving up all control. Losing control over college age
children can be difficult for many parents, not just Latinas/os. That is why there are a wide
variety of popular books and articles that talk about these difficulties and provide advice for
parents.
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Summary

This chapter presented the second major theme that emerged from the data collected,
which is that the participants in this study were actively involved in their children’s academic
development throughout their years in school and when their children departed to college, the
participants struggled with letting them go. Their parental involvement practices consisted of
maintaining communication with their children’s teachers, helping their children with
homework, volunteering at their schools, supporting their involvement in extra-curricular
activities, guiding them through their college application processes (their level of involvement
with this process was dependent on their personal educational experiences and on the social
capital they had available), and guiding them through their transitions to college as they faced
difficulties typical of the college transition process. The parental involvement practices of this
particular group of participants are slightly different from what the literature has described.
They resembled both involvement practices that have been associated with Latina/o parents
(such as helping with homework and maintaining close communication with children) (Marrero,
2016), and involvement practices that have been associated with middle-class, Euro-American
parents (such as volunteering at school and being involved in fundraising activities) (Marrero,
2016). Overall, these participants are highly educated and had well developed financial/social
capital. These parents were aware of the expectations schools had about parental involvement
and had the availabilities to fulfill them, which is not always the case for Latina/o parents who
have non-traditional work hours or do not speak English (Melber, 2006). The experiences of
these participants help expand the narrative on Latina/o parental involvement by including the
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voices of middle-class Latina/o parents, which should also be used to portray Latinas/os and
challenge stereotypes placed on this ethnic group related to parental involvement.
The experiences shared by the participants also revealed that these parents struggled with
feelings of sadness and emptiness when their children first left home to attend college. Most
parents experienced some version of what Barber (1989) referred to as the transition to empty
nest, which tends to happen when children depart from home to attend college. According to
Barber (1989), parental reactions to the empty nest transition vary. Some parents can experience
feelings of loneliness, while others can experience feelings of freedom. None of the participants
in this study described experiencing a sense of freedom when their children departed and most of
them described feelings of sadness and emptiness. Although they were strong supporters of their
children pursuing higher education, they stated that letting them go was difficult. When the
participants described their reactions after their children departed, their feelings of sadness
reflected common reactions parents experience when they go through the empty nest transition.
However, they also reflected the strong value they placed on their children and their families,
which brought to mind the concept of familism, which has been associated with Latina/o families
(Triandis et al., 1982; Vega, 1995). This finding should be taken into consideration when
planning parent orientations. Cultural sensitivity should be used when talking with parents about
the reactions they may experience after their children depart to college, and when providing tips
on how to have a successful transition.
After their children departed, the participants also mentioned struggling with letting go of
control over their children. They stated that the U.S. culture tends to award more autonomy to
college age children than the Latino culture does. They felt uncomfortable with policies such as
FERPA and HIPAA that take away direct parental access to their children’s academic and health
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records and they attributed their struggles with their children’s autonomy as a cultural value.
They viewed themselves as a unique group. A study by Rothbaum and Trommsdorff, (2007)
found that culture plays an important role in the way that autonomy development is viewed.
People from the U.S., Canada, Australia, New Zealand, Western and Northern Europe tend to
place a higher value on autonomy than people from other cultures such as Latino cultures
(Rothbaum & Trommsdorff, 2007). However, the struggles shared by the participants related to
letting go of parental control and feeling uncomfortable with their children’s newly acquired
autonomy are not particular to parents from this ethnic group, which is why a majority of parent
orientations cover the topic of “letting go.” Although there were struggles related to letting go,
the participants fully supported their children’s departure to college. This chapter presented
findings related to the participants’ involvement in their children’s academic development and
their reactions to their children’s departure to college, which provides the voices of Latina/o
parents that have not been actively present in the literature. Overall, their experiences related to
parental involvement and “letting go” are not significantly different that those experienced by
parents from other ethnic groups, it is important to take them into consideration because they
present some unique nuances. The next chapter presents conclusions and implications related to
this research study.

CHAPTER 7
CONCLUSIONS AND IMPLICATIONS

The purpose of this study was to develop a better understanding of the perceptions and
experiences of Latina/o parents who have children who have moved away from home to attend
college. This qualitative research study sought to understand each parent’s own educational
experience, the experience of sending their child/children to college, and the relationships they
developed with their adult children who were attending, or had recently graduated from, college.
The conclusions gathered from this study reflect the research question and sub-questions.
The main question guiding this study was: According to parents participating in this study, what
has been the experience of sending a child to college? In addition, the following sub-questions
guided this study:
1) How do parents describe their own educational experiences? What are their
perceptions on education and higher education?
2) How do they depict their son/daughter’s educational experiences? How do they
describe their enrollment in/departure for college?
3) How do parents describe their current interactions with their children? How do the
parents perceive the current parent/child relationship?
Next is a discussion of the major findings and conclusions of this research study. They
are followed by implications for research and practice.
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Participants’ Experiences with and Positive Perceptions on Education

The participants in this study described having diverse educational experiences and
opportunities. This group of Latinas/os exemplified some of the diversity that exists within the
Latino ethnic group in the United States. For example, there were differences of national
heritage within the group. The countries and unincorporated territory of the United States they
represented were Mexico, Peru, Venezuela, Puerto Rico, and Costa Rica. There were also
generational differences within the group, which pertained to how long individuals/families have
lived in the United States. Two participants were born in the United States and eight were born
in countries in Latin America. There were also different immigration stories within the group of
participants. Some first entered the country undocumented and, in contrast, some came with
scholarships to pursue higher education. One of the participants gained her U.S. citizenship as a
result of her mother marrying a U.S. citizen. In addition, there were differences in the ages when
the participants first came to the United States. These generational differences had acculturation
implications. The participants’ proficiency in the Spanish and English languages varied. Some
of the participants had limited English language skills, others had limited Spanish language
skills, others were fluent in both languages, and some incorporated Spanish while they spoke
English and vice versa.
The participants’ diverse backgrounds led to diverse educational opportunities and
experiences. For example, the participants received different levels of support from their parents
to pursue education. Some of the participants were told by their parents that education was not
for them, and others were told that pursuing an education was the best decision they could make.
Their access to education varied and so did their levels of formal education attained. The levels
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of formal education obtained by the participants were the following: one participant received
approximately six months of formal education. Two of them had obtained high school degrees.
Two of them had high school degrees and then earned certifications as nurse assistants. Two of
the participants had bachelor’s degrees, one had it in physical therapy and the other one in
nursing. Three of the participants had completed post-graduate degrees, one had a bachelor’s
degree in psychology and then went to earn a graduate certificate in rehabilitation counseling for
the deaf, one became a doctor with a specialty in pathology, and one had a doctoral degree in
industrial engineering.
The participants had diverse educational experiences, but there were also some
commonalities among them. The participants pointed out that their parents were either U.S.
immigrants or lived in Latin America all their lives. Also, a majority of the participants’ parents
had not finished elementary school and had earned a living through hard physical labor, doing
jobs that did not pay well. This is not unusual in the United States since studies have found that
Latina/o immigrants are more likely to come from low socioeconomic backgrounds and to have
parents without higher education than White and Asian immigrant groups (Baum & Flores, 2011;
Erisman & Looney, 2007). Also, out of all the different immigrant groups in the United States,
Latina/o immigrants and immigrants from the Caribbean tend to have lower levels of education
and income (Erisman & Looney, 2007).
Even though the participants came from low socioeconomic backgrounds and grew up in
households with parents who had received limited formal education, they were able to build
upon their parents’ educational accomplishments and were able to experience financial mobility.
Five of the participants belonged to the small percentages of Latina/o immigrants who have
obtained a college degree. The participants’ abilities to build upon their parents’ educational
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attainment is interesting and atypical since higher education completion rates tend to be lower for
students from low socioeconomic backgrounds and for students whose parents do not have
experience in higher education (Baum & Flores, 2011). The participants are examples that it is
possible to break barriers for educational and financial attainment imposed by socioeconomic
status and lack of resources. Although it is imperative that we continue to focus our attention on
the large percentages of Latinas/os that do not successfully complete their educations, the stories
of the participants in this study highlight the diversity within the Latina/o ethnic group. A onesize-fits-all approach is not appropriate for this diverse ethnic group. It is important to avoid
continuing to portray Latinas/os as a monolithic group and instead we should learn about their
particularities so we can identify the different assets that this ethnic group brings and the needs
that they have. As the participants in this study reflected, not all Latinas/os lack education or
financial resources.
The participants were also purposeful about making sure their children would build upon
their educational and financial accomplishments. They had a strong appreciation of the
importance of education even though a majority of them were raised in households where their
parents had not completed elementary school. This group of participants also embraced as a goal
some version of the American Dream. Erisman and Looney (2007) pointed out that “for
hundreds of years, immigrants have come to the United States in pursuit of freedom and
prosperity” (p. 8) for themselves and their families. Hill and Torres (2010) defined the American
Dream as “the premise that one can achieve success and prosperity through determination, hard
work, and courage--an open system for mobility” (p. 95). Erisman and Looney (2007) also
pointed out that today, chances to achieve the American Dream without postsecondary education
are slim. The participants in this study believed that through the pursuit of education, their
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children could achieve financial mobility. Although not all the participants had the opportunity
to obtain a college degree, they saw higher education as a tool that would help their children
experience their particular versions of the American Dream.
Participants’ Active Role in their Children’s Educational Experiences

All of the participants in this study had children who left home to attend college. The ten
participants combined had five children who were at the time pursuing their bachelor’s degrees.
They also had 15 children who had obtained a bachelor’s degree. Out of those 15 children with
bachelor’s degrees, 10 were at the time attending or had recently finished graduate school. The
children of the participants in this study belonged to the small percentage of college educated
Latinas/os (Lopez & Fry, 2013). This group of Latina/o parents was purposeful about making
sure that their children would receive college educations. They set high expectations for their
children’s educational attainment. Latina/o parents have been found to be an important influence
in their children’s decision to pursue higher education (Borrero, 2011; Ceja, 2006; TalaveraBustillos, 1998; Zalaquett, 2005; Zarate & Gallimore, 2005). Zarate & Gallimore (2005) found
that Latina/o children of parents with higher expectations and aspirations were more likely to
enroll in college. All the participants had children who were attending or had recently graduated
college, which was a criterion for participating in this study, but also challenged the reality that
Latinas/os are one of the immigrant and ethnic groups in the United States who experience lower
percentages of educational attainment (Hispanic Association of Colleges and Universities, 2013).
The participants described being actively involved in their children’s academic development
throughout their school years.
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The participants’ efforts to guide their children towards paths of academic success started
when their children were young. The available literature on Latina/o parental involvement has
largely focused on the experiences of Latina/o parents from low socioeconomic backgrounds,
revealing that not all Latina/o parents have the ability to be involved to the same extent in their
children’s educational development. Some Latina/o parents do not work traditional hours, which
can make it difficult for them to be involved (Ceja, 2006; Hossler et al., 1999; Melber, 2006).
Also, not all Latina/o parents understand and speak English or have a translator available, which
can be an obstacle to communicating with schools (Christianakis, 2011; Melber, 2006). Marrero
(2016) found that Latina/o parents’ levels of engagement in their children’s education is often
misunderstood by school personnel whose judgment is based on “the traditional model of
engagement such as fundraising, school activities, and PTA memberships” (p. 182), which are
representative of the middle-class, Euro-American culture. Other Latina/o parents just do not
hold the same parental involvement values and focus their parental involvement efforts in other
activities such as “home based activities outside of the school that assist students” (p. 182).
Niemeyer et al. (2009) found that parental involvement of Latina/o parents often consists of
helping children with homework, maintaining close communication with them, and instilling in
them cultural values.
The parental involvement practices of the group of Latina/o parents who participated in
this study were slightly different from what the literature has described. Overall, these
participants were highly educated and had well developed financial/social capital. Something
these Latina/o parents had in common with other middle-class American parents is that they
seemed to be aware of schools’ traditional expectations for parental involvement, they saw value
in those expectations, and had the ability/flexibility to meet them. They engaged in parental
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involvement practices traditionally attributed to both Latina/o parents and Euro-American
middle-class parents. The participants’ involvement in their children’s education consisted of
maintaining close communication with teachers and schools; attending parent-teacher
conferences; checking and helping with their children’s homework; volunteering for school
related activities, programs, and fundraising efforts; supporting their children in their pursuit of
interests and extra-curricular activities; and guiding them through the college application
process. This study helps expand the literature on Latina/o parents because it provides the voices
of middle-class Latina/o parents, which has been absent in the literature; and by presenting
success stories that challenge stereotypes placed on the Latino population and that should be
used to portray it. There is great diversity within this ethnic group, which makes for parents with
different strengths, challenges and values regarding parental involvement.
When it came time for their children to apply for college, the participants relied on
personal experiences and social capital as tools to help guide their children through the college
application process. According to the literature, social capital denotes any supportive
relationships or networks that individuals have at their disposal (Ceja, 2006; Stanton-Salazar,
1997). These relationships/networks can provide individuals with opportunities “to derive
various types of institutional resources and support” (Stanton-Salazar & Dornbusch, 1995, p.
116). Stanton-Salazar (1997) identified the two main sources of social capital for minority
students. They are institutional agents (teachers and counselors) and protective agents (family
and community). The participants in this study who had received a college education were able
to draw from their own educational backgrounds to help students navigate the system. They also
took advantage of social capital they had at their disposal and had an easy time identifying it due
to their personal experiences. Those participants who did not receive a college education
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described experiencing feelings of uncertainty at first. They were not sure if it was going to be
possible for their children to attend college. These participants however, were able to build
social capital along the way and/or were purposeful about encouraging their children to build it.
Some of the agents that served as social capital for the participants and their children in this
study included school counselors, teachers, and family members/acquaintances who had the
opportunity to attend college or had a child who had attended college.
Wellman (1983) pointed out that the uneven distribution of opportunity that exists in our
society results in some people having more access to resources and support to obtain
opportunities than others. The findings in this study support what we currently know about
social capital. The parents who were able to draw from their personal experiences with higher
education had more ability to help their children navigate the college application process. These
parents not only had their own experiences to rely on, but they also had an easier time identifying
the social capital available to their children. Social capital played a particularly important role
for the parents who did not have the experience of attending college. Counselors, teachers, and
family members/acquaintances helped the participants and their children overcome their original
uncertainties about being able to attend college and taught them the steps they needed to take in
order for the children to be able to access higher education.
Participants’ Struggles with Letting Go

Although all of the participants in this study supported and encouraged the idea of their
children pursuing a college education, after the children departed for college these parents
struggled with letting go. Barber (1989) stated that most parents go through an empty nest
transition that is triggered by their children’s departure from home to attend college. Parents’
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reactions to the empty nest transition can vary from negative to positive, from a sense of
loneliness to a sense of freedom (Barber, 1989). Raup and Myers (1989) stated that when
reactions to the empty nest transitions are negative, parents can experience the empty nest
syndrome, which can bring up feelings of loneliness, lack of purpose, and depression. In the
case of the Latina/o parents in this study, none of them described experiencing a sense of
freedom when their children departed. None of them described experiencing lack of purpose or
depression. However, most of the participants described feeling a sense of emptiness and
sadness for not having a member of the family at home. The participants supported their
children’s pursuit of higher education, but they also valued having the family close and their
children’s departures from home created a separation that was difficult to get used to. The
concept of familism came to mind when the participants described their feelings of sadness.
Familism refers to the strong value, commitment, and dependability that people have for their
families (Vega, 1995). Latinas/os tend to display a strong value for familism (Vega, 1995).
When the participants described their reactions after their children departed, their feelings of
sadness reflected common reactions parents experience when they go through the empty nest
transition. However, they also reflected the strong value they placed on their children and their
family. Although their children’s departure was difficult for the participants, they fully
supported their children’s pursuit of a higher education. Lucía was the only participant who
jokingly said that if it was up to her, her children would still be home. I asked her why, and she
responded because that was the way things were in Venezuela, children did not leave home until
they married. However, Lucía, as were the other parents, was a strong advocate for her children
leaving home to receive a higher education.
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The Latina/o parents who participated in this study also described struggling with letting
go of parental control after their children departed for college. They stated that there is a
difference between the autonomy that is given to college students and children older than 18 in
the U.S. culture and the Latino culture. They felt particularly uncomfortable with policies such
as FERPA (the Family Education Rights and Privacy Act of 1974), which states that once a child
enters college, higher education institutions are not authorized to share educational records with
parents, and HIPAA (the Health Insurance Portability and Accountability Act of 1996), which
takes away parental control over their children’s medical records when they turn 18 years old.
The participants felt that their children were not ready to assume some of the responsibilities that
came with the autonomy awarded by those policies.
Arthur Chickering’s theory of identity development (Chickering & Reisser, 1993)
describes seven vectors of development that help college students form their identities. One of
the seven vectors is moving through autonomy toward independence and refers to college
students’ development of emotional and instrumental independence that allows them to become
autonomous while being able to recognize interdependence with society. The emotional
independence component of this vector results in students not having a need for the approval of
others, which includes a disengagement from parents and more trust placed on peers and other
adults. The instrumental independence component of the vector results on students being selfdirected problem solvers able to mobilize independently (Chickering & Reisser, 1993). When
children reach autonomy, the relationship between parents and their children transforms from
being adult-to-child to being adult-to-adult (Chickering & Reisser, 1993; Cullaty, 2011). Studies
that have focused on parents and their influence on children’s autonomy development suggest
that the development of autonomy can be repressed by excessive emotional parental support
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(Taub, 1995) and by parental interventions with college administrators on their children’s behalf
(Cullaty, 2011). A study by Rothbaum and Trommsdorff (2007) found that culture plays an
important role in the way that autonomy development is viewed. People from the U.S., Canada,
Australia, New Zealand, Western and Northern Europe tend to place a higher value on autonomy
than other cultures such as Latin American cultures (Rothbaum & Trommsdorff, 2007).
Domenech Rodriguez et al. (2009) studied 50 first-generation Latina/o parents, a majority of
whom were of Mexican origin from low socioeconomic backgrounds. They found that these
parents tend to grant less autonomy to their children (Domenech et al., 2009).
The group of Latina/o parents who participated in this study attributed their struggle with
their children’s autonomy as a cultural value and viewed themselves as a unique group.
However, these struggles related to letting go of parental control and feeling uncomfortable with
their children’s newly acquired autonomy are not particular to parents from this ethnic group.
Many university parent orientations cover these topics as issues that parents can expect. The
reality is that there is a major shift in the parent-child relationship after children depart home to
attend college and change can be difficult not only for college students but also for their parents.
Another point related to the change in the parent-child relationship brought up by this
group of Latina/o parents is that after departure to college, the relationship evolved and their
involvement in their children’s education consisted mainly of offering advice and guiding their
children during their transitions to college life. The participants explained that right after their
children left for college, there was a significant amount of communication between the parents
and their children. The children turned to their parents as they faced difficulties typical of the
transition to college. As their children got more comfortable, the frequency of communication
diminished. The participants’ experiences support research by Jarama et al. (1996), who found
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that parental advice can be very valuable during the transition to college life since adjustment to
college is a predictor of student academic success for any student. Also, it supports Chiang et al.
(2004), who found that Latina/o students tend to talk with their parents instead of seeking
professional help. This is important because Johnson et al. (2007) found that the sense of
belonging in college for Latina/o students can be affected by having a smooth social and
academic transition, and by their perceptions of campus climate. The children of the participants
in this study did turn to their parents during their transitions to college. The children talked with
their parents about issues they were facing such as being homesick, having doubts about their
ability to succeed in higher education, having difficulty building friendships, or having
disagreements with roommates.
This study aimed to better understand Latina/o parental experiences of sending a child to
college. The findings revealed that the participants highly valued education and expected their
children to pursue higher education so they could have a prosperous future. The participants
were invested in their children’s educations and were actively involved in it throughout their
school years. When their children departed home to attend college, the participants struggled
with letting them go. They experienced feelings of sadness and emptiness. They had to adapt to
new family dynamics, to losing control over their children, and to the evolution experienced in
the parent/child relationship as a result of their children’s departure from home.

Implications for Research

After reviewing the literature on Latina/o parents in education, some gaps were identified
and this study aimed to help fill those gaps. First, what is known about parents of Latina/o
students and their relationships with their college age children had mainly been inferred from the
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voices of teachers, administrators, and students. This study helped gather Latina/o parental
perspectives related to education which had not been highlighted in the literature. Their
experiences and perspectives revealed that this particular group had a role as generational bridge
builders for educational attainment and financial mobility between their parents and their
children. Their experiences also revealed that these parents were actively involved in their
children’s educations and they engaged in parental involvement practices traditionally attributed
to both Latina/o parents and Euro-American middle-class parents.
Another gap in the literature that was identified is that there had been little research on
the phenomenon of “letting go” (when children leave home to attend college) and how this
affects the parent/child relationship in different ethnic groups. Barber (1989) stated that parental
reactions to the empty nest transition can vary from negative to positive. In the case of this
Latina/o parents, they experienced feelings of sadness and emptiness when their children first left
home to attend college. They also described having experienced a difficult time letting go of
parental control because they sensed a difference between the autonomy that is given to children
older than 18 in the U.S. culture and the autonomy that is given to these children in the Latino
culture. They felt that their children were not ready to assume the autonomous role that college
life gave them.
The third gap that was identified in the literature is that the available literature had largely
focused on the experiences of Latina/o parents from low socioeconomic backgrounds. This
study presented the experiences of middle-class Latina/o parents. These middle-class parents
understood schools’ expectations for parental involvement and were able to meet those
expectations. Half of these parents were able to draw from personal experiences when guiding
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their children through the college application process and those who did not have experience
with higher education, sought assistance from relevant sources.
For future research it would be interesting to continue studying middle-class Latina/o
parents and conduct a study similar to this one that places a stronger focus on culture. What
language did parents speak with their children while they were growing up? What lessons that
they learned from their own parents did they decide to pass on to their children? How did they
integrate culture in their parenting styles? Did they talk with their children about racism? The
questions that I developed for my study did not dig into these topics deeply enough and I found
myself wondering about deeper cultural aspects of the parent-child relationship.
Second, a similar study utilizing a case study research approach instead of a basic
interpretive qualitative approach could be conducted by high schools and higher education
institutions so they can learn about the parents of their Latina/o student population and identify
common strengths and gaps of knowledge among them.
Third, a quantitative study could look at strategies that high schools and higher education
institutions have in place to communicate with and assist Latina/o parents as their children
prepare to attend college. A study like this could help identify best practices and gaps that need
to be filled in order to help Latina/o students and their parents make successful transitions from
high school to college. It would help us learn about and compare programs that assist Latina/o
parents who possess different levels of social capital such as the American Dream Academy
(Pstross et al., 2016) or the Parent Knowledge and Participation in the Creation of a College
Culture project (Fann et al., 2009) which could have been effective resources particularly for the
participants in my study who did not have the personal experience of attending college to rely on
when trying help their children.
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Fourth, most of the participants in this study represented middle class Latina/o parents. A
study that includes the experiences of Latina/o parents of college students from diverse income
levels may provide a wider understanding of Latina/o parents experiences with education, their
hopes for their children’s futures, and the resources they have at their disposal.
Fifth, this study revealed important generational differences related to education and
financial attainment. Thinking generationally when conducting further research may provide
further relevant input regarding the Latina/o population. Learning more about the dynamics of
the Latina/o parent/child relationship from both parents and children could help inform decisions
related to policy, institutional philosophy, outreach, and programming, which affect Latina/o
parents and their children.

Implications for Practice

Based on this study, there are some implications for practice that could help institutions
better serve Latina/o students by equipping their parents with the social capital needed in order
for the parents to be able to guide their children toward a path of higher education. As explained
by the participants in this study, each generation in their family built bridges of educational
attainment. While the highest level of formal education attained by a majority of the
participants’ parents was an elementary school diploma, all except one of the participants had
earned at least a high school diploma and half of them had earned college degrees. The
participants all had children who were attending or had recently graduated from college. Similar
generational patterns of educational attainment can be expected of families of Latina/o college
students in higher education institutions in the United States.
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Half of the participants in this study had attended college and were able to rely on both
personal experience with higher education and social capital to guide their children through the
college application process. However, as stated by Quaye and Harper (2014), a majority of
Latina/o students are the first in their families to attend college and that was the case for some of
the children of the participants in this study. The participants in that situation talked about
feeling uncertain at first about the college application process of their children and not knowing
where to start to make sense of it. These participants relied heavily on social capital such as
counselors, teachers, and family members/acquaintances to help their children navigate the
college application process.
Studies have found that when parents lack resources to help their children navigate the
college application process it leaves these children/students in a position of disadvantage (Ceja,
2006; Gandara, 1995; Gonzalez, Stoner, & Jovel, 2003; Hossler et al., 1999; Pérez, 2010). As a
result, middle schools, high schools, and higher education institutions have partnered and
implemented college preparation programs for parents which aim to help parents build capital to
guide their children through college (Fann et al., 2009; Marrero, 2016; Pstross et al., 2016).
Programs such as the Parent Knowledge and Participation in the Creation of a College Culture
project cover topics such as the college application process, the college choice process, financial
aid, and strategies to support children (Fann et al., 2009). Higher education institutions would
benefit from examining their parent programs to determine if they are offering similar content.
Second, Cunningham and Santiago (2008) identified Hispanics as the group least likely
to borrow money to pay for college, even when they need it due to a cultural hesitation to borrow
money, to get in debt, and to take high financial risks (Cunningham & Santiago, 2008). In the
case of immigrants, “language barriers and inexperience with domestic financial situations”
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(Cunningham & Santiago, 2008, p. 10) add to this hesitation. Some of the participants in this
study explained that at first, they were unsure if they were going to be able to afford their
children’s college education. Some of the participants were intimidated by the cost of higher
education and were unfamiliar with scholarships and financial aid. Higher education institutions
can expect similar reactions from the parents of first generation college students and that is why
it is important that institutions invest in creating concise literature that clearly explains to parents
and students the cost of education and all of the different options available to students to finance
their education including financial aid and scholarships. It would be helpful to have this
literature available in Spanish for any parents/students that may need it and to make sure that this
literature is easily accessible.
Third, the Latina/o participants in this study described experiencing feelings of emptiness
and sadness when their children first departed home for college. These feelings reflected
common reactions parents experience when they go through the empty nest transition which
Barber (1989) described as a process that starts when the first child leaves home and ends when
the last child departs. Barber (1989) describes that parents’ reactions to the empty nest transition
can vary from negative to positive. Their reactions can range from a sense of loneliness to a
sense of freedom (Barber, 1989). The reactions of the participants in my study included
experiencing feelings of sadness and emptiness, and struggling with the autonomy that in their
opinion, the U.S. culture gives to college students and children older than 18. Although
discomfort with college students’ acquired autonomy is an issue that many parents from different
racial/ethnic groups experience, this group of Latina/o parents saw their discomfort as a unique
cultural value. The participants also mentioned that during their children’s college transition
period they maintained close communication with their children and guided them as they faced
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typical issues such as being homesick, doubting their ability to succeed in college, or having
difficulty making new friends. Parental advice during the college transition process has been
recognized as a predictor of student academic success for any student (Jarama et al., 1996) and
Latina/o students have been found to turn to their parents instead of seeking professional help as
a resource (Chiang et al., 2004). Because of that, it is important to acknowledge the central role
parents can have during their children’s college transition and see them as partners in the
transition process. It would be beneficial for parent orientation programs to acknowledge that
not all parents will react the same way to their children’s departure and not all children will need
the same amount of contact with their parents during their transition to college.
While autonomy development is a natural outcome of departing home to attend college, it
is important that programs and structures be sensitive toward all parents, their children, and the
struggles they may face as they transition to college. Moreover, it is important to acknowledge
cultural differences on the view of autonomy and to create parental resources that recognize and
take into consideration cultural differences when discussing the transition process. Coburn and
Woodward (2001) stated that effective parent orientations should help parents to understand the
first-year transition for both the student and the parents. They should help prepare parents for
separation from the student (Coburn & Woodward, 2001). Also, effective parent orientations
should inform parents of resources available to the student, help them define effective
relationships between parents and the institution, and connect parents to the institution (Coburn
& Woodward, 2001). This is something that some of the current college preparation programs
for parents such as the ones described by Fann et al. (2009), and Pstross et al. (2016) are already
implementing. It would be beneficial if more higher education institutions provided this type of
message in their college preparation programs for parents and their parent orientation programs.
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Final Summary

This study presented the experiences and perspectives of a group of 10 Latina/o parents
who sent their children to college. Although a majority of the participants’ parents had not
finished elementary school and came from a low socioeconomic background, the participants
were able to build upon their parents’ educational attainment and were able to experience
financial mobility, which is particularly significant for Latinas/os who tend to experience less
academic and financial mobility than other ethnic groups (Baum & Flores, 2011; Erisman &
Looney, 2007; Hernandez et al.; 2009; Krogstad & Fry, 2014b; Lopez & Fry, 2013). These
participants placed a high value on education and aimed to instill those values in their children.
Throughout their children’s schooling years, the participants were actively involved in their
academic development. They all had children who had left home to attend college. It was not
easy for the participants to have their children leave home to attend college. They experienced
feelings of emptiness and sadness after their children departed. They also struggled with letting
go of parental control and with the autonomy they perceived the United States culture gives to
college age children. The participants saw the process of letting go as a sacrifice that needed to
be made so their children could have a prosperous future. The findings of this study expand
current literature by providing the perspective of parents of children who have succeeded at
accessing higher education. They can help researchers and practitioners better understand
Latina/o parents and college students. They can guide researchers to future directions for study
and can guide practitioners to provide more adequate programs and services that are conducive
towards the academic success of Latina/o college students.
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Sending a child to college is a major transition for any parent. That was the case for the
Latina/o participants in this study who at first struggled with letting go of their children and felt
uncomfortable with losing control over them. Regarding letting go, and based on his
experiences, Javier recommended the following to other Latina/o parents:
Trust the kids, which is very difficult for us Latina/o parents. We don’t trust our kids.
We don’t. It is like a bird trying to take off but we still want to keep a string. Let them
go and trust them. You have to have confidence in them. Looking back, that was the
problem with my father. He never trusted me. Even though I had all the tools and all the
confidence. He would not trust me with my older sister. I think this is something good
we have to learn from this culture. There is (sic) a lot of good things we can learn from
the American culture. One is to let them choose their destiny. Sometimes we want to
make them. If they want to be whatever profession and it is in their heart, go for it. That
is why my younger daughter is trying to pursue a career in opera. I said: "the chances to
make it is (sic) practically 1% or less you know," it was hard to accept that. I am in this
country I have to learn the American way. You have to trust these kids. Let them go and
see.
Like Javier, other participants acknowledged that the process of letting go was difficult
for them. Their own experience reflected their sense that in Latin American cultures parents tend
to have/want control over their children for a longer a period of time than in the United States. It
was their strong desire to have college educated children that gave these Latina/o parents the
strength to cut the “string” and let go.
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RECRUITMENT SCRIPT – English Version
From: Karla Neal
To: Prospective Participants
Good _______, my name is Karla Neal and I am a doctoral student at Northern Illinois
University. I believe Dr. _____ mentioned that I would be calling to ask for your participation in
a research project related to Latino parents’ experiences sending their child to college. This
research project serves as a requirement for my doctoral studies and your assistance is greatly
appreciated.
I have decided to focus my study on the experiences of Latino parents who have sent a child to
college because, to date, not a lot of research has considered the voice of the Latino parents.
Your experiences are highly valuable and will provide critical perspective for the way that
universities operate to support Latino students and their families. I am asking parents like
yourself to reflect on your experience as a parent of a college student. Your participation in this
project is completely voluntary.
The research project would entail for us to meet face-to-face for 90 minutes so I can ask you a
series of questions. The interviews will be audio recorded. We will keep your identity
confidential by assigning you a pseudonym and labeling every piece of information pertaining to
you with that pseudonym instead of your name. If clarification or additional information is
needed, I will call you or e-mail you depending on what you prefer. Also, you may want to bring
to the interview documents related to your child’s education, such as a certificate earned by your
child, correspondence between you and your child, correspondence with the higher education
institution that your child attends, or any document that you may want to share. I will take
pictures of any documents that you wish to share, remove any identifiable information from the
document, and will be the only person who views these documents.
If the answer is yes:
I appreciate your willingness to participate in the study!
When and where would be a good time to meet?
What is the best way to get in touch with you to confirm our meeting?
I will write that down in my calendar and call you a couple of days before of our meeting to
confirm our meeting time and location.
Thank you for participating in this study! By sharing your perspective, you will elevate the
voice of Latino parents. Should you have any further questions or comments, please contact me
at karlamneal@gmail.com or at 815-252-3043. Have a wonderful day.
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RECRUITMENT SCRIPT – Spanish Version
GUION DE SOLICITUD DE PARTICIPACION INICIAL
De: Karla Neal
Para: Posibles Participantes
Buenas/os _______, mi nombre es Karla Neal y soy estudiante de doctorado en la Universidad
del Norte de Illinois. Entiendo que _____ le mencionó que yo la/lo llamaría para consultarle si
estaría dispuesta/o a participar en un proyecto de investigación relacionado con padres de
descendencia Latina y sus experiencias al enviar a sus hijos a la universidad. Este proyecto de
investigación constituye un requisito para mis estudios de doctorado y su apoyo será muy
importante.
He decidido enfocar mi estudio en las experiencias de los padres Latinos que han enviado un
hijo/a a la universidad porque hasta la fecha, se dispone de poca investigación que considere la
voz de los padres Latinos. Sus experiencias son muy valiosas y proporcionarán una perspectiva
crítica para la forma en que las universidades funcionan para apoyar a los estudiantes Latinos y
sus familias. Le estoy solicitando a cada padre/madre que reflexionen sobre su experiencia como
padre de un estudiante universitario. Su participación en este proyecto será completamente
voluntaria.
La recaudación de información requerirá una entrevista de aproximadamente noventa minutos
donde se le harán una serie de preguntas. La entrevista será audio grabada. Su identidad se
mantendrá en estricta confidencialidad, mediante la asignación de un seudónimo. Toda la
información aportada por su persona será etiquetada con ese seudónimo en lugar de su nombre.
En caso de requerirse aclaración o información adicional después de la entrevista, yo lo/la
contactaré por teléfono o correo electrónico dependiendo del medio de su preferencia. Usted
también puede traer a la entrevista documentos relacionados con la educación de su hijo/a como
algún certificado obtenido por su hijo/a, correspondencia entre usted y su hijo/a o con la
institución de educación superior que su hijo/a asiste, o cualquier documento que usted desee
compartir. Yo tomaré fotos de los documentos que usted desee compartir, eliminaré cualquier
nombre o información que sea identificable, y seré la única persona que verá estos documentos.
Si la respuesta es sí:
Su participación en el estudio será muy valiosa.
¿Cuándo y dónde podríamos reunirnos?
¿Cuál es la mejor manera de contactarlo/a para confirmar nuestra reunión?
Voy a anotarlo en mi agenda y la/lo llamaré dos días antes de la reunión para hacerle un
recordatorio. Gracias por su anuencia para participar en este estudio. La voz de los padres
Latinos será escuchada gracias a su importante contribución en el proyecto. Si usted tiene
consultas o comentarios, por favor contácteme al correo karlamneal@gmail.com o al número
telefónico 815-252-3043. Que tenga un excelente día.
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CONSENT FORM – English Version
I agree to participate in the research study titled “Voices of Latino Parents: Sending a Child to
College” being conducted by Karla Neal, a graduate student at Northern Illinois University. I
have been informed that the purpose of the study is to understand the experiences and
perceptions of Latino/a parents as their college-age children move away from home to attend a
four-year public institution in the Midwest United States. I understand that if I agree to
participate in this study, I will be asked to do the following:
1) Participate in a 90-minute interview about my demographic information, background,
educational experience, the experience of sending my child to college, and our current
parent/child relationship.
2) Participate in a follow-up with the researcher via phone or e-mail if additional information or
clarification is needed. Preferred method: __________________.
3) The researcher may ask me to share relevant documents related to my child’s education and
my involvement in it. However, I may decline any or all requests of documents. Possible
personal documents may include, but are not limited to, a certificate earned by my child,
correspondence between myself and my child, or correspondence with the higher education
institution that my child attends. The researcher will take pictures of any documents that I
wish to share. All identifying information will be removed from document. These
documents will be viewed by the researcher only and will not be used in publications.
I am aware that my participation is voluntary and may be withdrawn at any time without penalty
or prejudice, and that if I have any additional questions concerning this study, I may contact the
researcher: Karla Neal at 815-252-3043, e-mail karlamneal@gmail.com, or Dr. Amy Rose by emailing arose@niu.edu. I understand that if I wish further information regarding my rights as a
research subject, I may contact the Office of Research Compliance at Northern Illinois
University at 815-753-8588.
I understand the intended benefits of this study include contribution to the body of knowledge
about parents of Latino college students. I will have the opportunity to express my feelings,
thoughts, and attitudes about education and sending my child to college and reflect on those
experiences.
I have been informed that a foreseeable risk I could experience as a result of my participation in
this study is breach of confidentiality. I have also been informed that the interview will be audio
recorded and transcribed verbatim. I understand that Karla Neal will keep all information
gathered during this study confidential by labeling data with a pseudonym instead of my name,
storing electronic materials in password protected computers, and storing physical materials in a
locked file cabinet. Ms. Neal and members of her dissertation committee will be the only
individuals with access to my direct feedback. I have also been informed that emotional distress
is another foreseeable risk I could experience is as a result of my participation in this study. For
that reason, I will receive from the researcher a list of counseling services available in the
DeKalb area. I am aware that I have the right not to answer any questions that make me feel
uncomfortable and to terminate the interview at any time.
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I realize that Northern Illinois University does not provide any compensation for, nor does the
university carry insurance to cover injury and illness incurred as a result of participation in
university sponsored research projects.
I understand that my consent to participate in this project does not constitute a waiver of any
legal rights or redress I might have as a result of my participation, and I acknowledge that I have
received a copy of this consent form.
I agree to be interviewed.
I agree to audio recording during this interview.
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CONSENT FORM – Spanish Version
HOJA DE CONSENTIMIENTO INFORMADO
Estoy de acuerdo en participar en el estudio de investigación titulado "Las voces de los padres
Latinos: el envío de un hijo/a a la Universidad" que se lleva a cabo por Karla Neal, estudiante de
posgrado en la Universidad del Norte de Illinois. Se me ha informado que el objetivo de este
estudio es comprender las experiencias y percepciones de padres Latinos que han enviado sus
hijos a una universidad pública de 4 años en el Medio Oeste de los Estados Unidos. Comprendo
que si estoy de acuerdo en participar en este estudio, se me solicitará que realice lo siguiente:
1) Participar en una entrevista de noventa minutos sobre mi información demográfica, mi
historial, mi experiencia educativa, la experiencia de enviar a mi hijo/a a la universidad y
nuestra actual relación padre/hijo/a.
2) Seguimiento con la investigadora a través del teléfono o correo electrónico para proveer
información adicional o aclaraciones si se necesitan.
Método de contacto preferido: ___________________________.
3) La investigadora puede solicitar que yo comparta documentos relevantes relacionados con la
educación de mi hijo/a y mi participación en ella. Sin embargo, yo puedo rechazar cualquier
o todas las solicitudes de documentos.
Posiblesdocumentospersonalespodríanincluiruncertificadoobtenidopor mi hijo/a,
correspondencia entre mi hijo/a y yo, o correspondencia con la institución de educación
superior a la que mi hijo/a asiste. La investigadora tomará fotografías de todos los
documentos que yo desee compartir. Estos documentos serán vistos únicamente por la
investigadora y no se utilizarán en ninguna publicación.
Estoy consciente de que mi participación es voluntaria y puede ser suspendida en cualquier
momento sin penalización o prejuicios, y que si tengo alguna pregunta adicional sobre este
estudio, puedo contactar a la investigadora: Karla Neal al 815-252-3043,
karlamneal@gmail.com, o a la Doctora Amy Rose por correo electrónico arose@niu.edu.
Entiendo que, si deseo más información acerca de mis derechos como participante de la
investigación, puedo contactar a la Oficina de Cumplimiento de Investigación de la Universidad
del Norte de Illinois al teléfono 815-753-8588.
Comprendo que los beneficios previstos de este estudio contribuyen al conocimiento sobre
padres de los estudiantes universitarios Latinos. Tendré la oportunidad de expresar mis
sentimientos, pensamientos y actitudes acerca de la educación y de enviar a mis hijos a la
universidad y reflexionar sobre esas experiencias.
Se me ha informado que un riesgo potencial que podría experimentar como consecuencia de mi
participación en este estudio es violación de confidencialidad. También se me ha informado que
la entrevista será audio grabada y transcrita literalmente. Entiendo que la Investigadora Karla
Neal mantendrá toda la información recopilada durante el estudio confidencial mediante el uso
de seudónimos. Materiales electrónicos serán almacenados en una computadora protegida por
una contraseña y materiales físicos serán almacenados en un archivo cerrado con llave. La Sra.
Neal y los miembros de su comité doctoral serán las únicas personas con acceso a mi
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información directa. También se me ha informado que estrés emocional es otro riesgo potencial
que podría experimentar como consecuencia de mi participación en este estudio. Por esa razón
voy a recibir de la Investigadora una lista de servicios de consejería disponibles en el área
DeKalb. Tengo el derecho de no contestar las preguntas que me hacen sentir incómodo/a y puedo
terminar la entrevista en cualquier momento.
Sé que la Universidad del Norte de Illinois no proporciona ninguna indemnización, ni tampoco la
Universidad tiene póliza de seguro para cubrir lesiones y enfermedades sufridas por
consecuencia de la participación en proyectos de investigación desarrollados por la universidad.
Entiendo que mi consentimiento para participar en este proyecto no constituye una renuncia a
cualquier derecho legal o remedio que pueda tener como consecuencia de mi participación, y
confirmo que he recibido una copia de este formulario de consentimiento.
Estoy de acuerdo con ser entrevistado.
Estoy de acuerdo con grabación de audio durante la entrevista.
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INTERVIEW QUESTIONS/GUIDELINES – English Version

Each participant will partake in a one-on-one interview that will last approximately 90 minutes.
The interview will have three different focuses: the parent’s background and educational
experiences, the experience of sending a child to college, and the current parent/child
relationship.
Demographic Information that will be collected during the interview
Country of Origin:
Nationality:
Number of years living in the United States:
First Focus – Parent’s background and educational experiences
Research questions:
How do parents describe their own background educational experiences?
What are their perceptions on education and higher education?

1.
2.
3.
4.
5.

Tell me about your experiences growing up.
When did you leave your parents’ house and why?
Tell me about your educational experiences.
In your opinion, what is the value of education?
Tell me about your work experiences.

Second Focus – Parent’s experience of sending a child to college
Research Questions:
How do they depict their son/daughter’s educational experience?
How do they describe their enrollment in/departure for college?

6. Tell me about your child's experience with education? What schools has your child
attended? How was he/she as a student?
7. What was your involvement with the school? Tell me about your participation in events.
Describe one that stands out in detail.
8. When did you first learn that you child was planning to attend college? What were your first
thoughts about him/her thinking about attending college? What were your thoughts about
him/her leaving home to attend college?
9. Describe your child's college admission process. Who did your child turn to for advice in the
process? Who filled out the paperwork?
10. Can you describe the conversations you had with your child prior to him/her leaving for
college? What preparations did you make?
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11. Describe the day your child left for college. Did you go with them? What were your first
impressions? What did he/she take with them? How did you feel the first few days after
he/she left? How do you feel now?
12. If you were talking to another parent who is about to send their child to college, what would
you tell them?
Third Focus – Current parent/child relationship
Research Questions:
How do parents describe their current interactions with their children?
How do the parents perceive the current parent/child relationship?

13. Describe your relationship with your child now that he/she is in college? What is your role
as a parent at this point?
14. How do you and your child keep in contact now? How frequently do you two “insert form of
communication”? Who initiates contact most of the time and what are the conversations
like?
15. What are some of the things your child has shared with you about their experience as a
college student? How is he/she feeling now?
16. Tell me about any experiences of your child coming home to visit. Describe a specific
instance/visit.
17. Tell me about any experiences you have had going to the university. Describe a specific
instance.
18. In what ways could the university better support you as a parent of a college student?
19. Is there anything else you would like to add about your experience of sending your child to
college?
20. What are your goals for your children? Where would you like to see him/her in 5 years? 15
years?
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INTERVIEW QUESTIONS/GUIDELINES – Spanish Version
PREGUNTAS DE LA ENTREVISTA/DIRECTRICES
Cada uno de los participantes será parte de una entrevista que tendrá una duración de 90 minutos
aproximadamente. La entrevista tendrá 3 diferentes enfoques: los antecedentes y experiencias
educativas de los padres, la experiencia de "enviar a un hijo/a a la universidad", y la actual
relación padre/hijo. ¿Cómo perciben los padres la actual relación padre/hijo?
Información demográfica que será recogida durante la entrevista:
País de Origen:
Nacionalidad:
Número de años viviendo en los Estados Unidos:
Primer Enfoque – Antecedentes y experiencias educativas de los padres
Preguntas de investigación:
¿Cómo describen los padres sus propias experiencias educativas?
¿Cuáles son sus percepciones sobre la educación y la enseñanza superior?

1.
2.
3.
4.
5.

¿Cuénteme sobre sus experiencias en su etapa de crecimiento?
¿Cuándo se fue de la casa de sus padres y por qué?
Cuénteme sobre sus experiencias educativas.
En su opinión, ¿Cuál es el valor de la educación?
Cuénteme sobre sus experiencias de trabajo.

Segundo Enfoque – La experiencia de "enviar a un hijo/a a la universidad"
Preguntas de investigación:
¿Cómo describen la experiencia educativa de su hijo/a?
¿Cómo describen el proceso de inscripción a la universidad y la mudanza del hijo/a?

6. Hábleme de la experiencia de su hijo/a en el proceso de formación educativa? ¿A qué
Centros de Estudio asistió su hijo/a? ¿Cómo ha sido él/ella como estudiante?
7. ¿Cuál fue su intervención con las escuelas de su hijo/a? Hábleme de su participación en
eventos escolares. Describa en detalle alguna experiencia relacionada con su participación
en un evento escolar.
8. ¿Cuándo fue la primera vez que su hijo/a le dijo que tenía la expectativa de asistir a la
universidad? ¿Qué pensó usted al respecto? ¿Qué pensó usted sobre el hecho de que él/ella
se mudaría de la casa para asistir a la universidad?
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9. Describa el proceso de admisión a la universidad de su hijo/a. ¿Quién asesoró a su hijo/a
durante el proceso? ¿Quién se encargó de hacer los trámites?
10. ¿Puede usted describir las conversaciones tuvo con su hijo/a antes de que él/ella se fuera
para la universidad? ¿Qué preparativos tuvo que hacer usted?
11. Describa el día que su hijo/a se fue para la universidad. ¿Usted fue con el/ella? ¿Cuáles
fueron sus primeras impresiones? ¿Qué objetos y pertenencias se llevó con él/ella? ¿Cuál
fue su estado anímico los primeros días después de que él/ella se fue? ¿Cómo se siente
ahora?
12. Si estuviera hablando con otro padre que está a punto de enviar a su hijo/a a la universidad.
¿Qué les aconsejaría?
Tercer Enfoque – Actual relación padre/hijo
Preguntas de investigación:
¿Cómo describen los padres las interacciones actuales con sus hijos?
¿Cómo perciben los padres la actual relación padre/hijo?

13. Describa la relación con su hijo/a ahora que él/ella está en la universidad? ¿Cuál es su papel
de padre en este momento?
14. ¿Cómo se mantienen en contacto usted y su hijo/a? ¿Con qué frecuencia ustedes dos
"insertar forma de comunicación"? ¿Quién inicia contacto la mayor parte del tiempo y
cómo son las conversaciones usuales?
15. ¿Cuáles son algunos de los relatos que su hijo/a ha compartido con usted acerca de su
experiencia como estudiante universitario/a? ¿Cómo se siente él/ella ahora?
16. Háblame de las visitas que su hijo/a le ha hecho a la casa. Describa un momento específico.
17. Háblame de sus experiencias visitando a su hijo/a en la universidad. Describa una instancia
específica.
18. ¿De qué modo podría la universidad darle un mejor apoyo como padre de un estudiante
universitario?
19. ¿Hay algo que le gustaría añadir acerca de su experiencia de su hijo/a esté realizando
estudios Universitarios?
20. ¿Cuáles son sus metas para con su hijo/a. ¿Dónde le gustaría verlo/a en 5 años? ¿En 15
años?

